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CHAPTER 1 
INTRODUCTION
1.1 BACKGROUND TO THE STUDY
The first step into the academic world of Middle 
East Technical University (METU) via Preparatory School, 
is very important. METU is one of the English medium 
universities in Turkey. The Preparatory School is a 
department with a one-year program of English for Academic 
Purposes. The students who are high school graduates with 
heterogeneous backgrounds have been newly accepted to the 
University. The program ensures that the students reach 
the proficiency level necessary to continue with their 
academic studies in the following year.
A most important consideration which has to be 
taken into account when looking into the working or 
efficiency of any academic process is that students are no 
longer in secondary education. They are now in a 
situation where they have to make their own decisions, 
and be responsible for their success at university. 
Their success depends on a mature approach to learning. 
This means developing good study skills.
The most important study skill is reading for it is 
the basic skill required for academic success. The 
students at METU, Preparatory School, Advanced Level 
(MEPAL) need to acquire reading as a skill in 
tackling professional material in their academic studies.
They must be familiar with effective reading strategies 
to become good readers and thus successful acadcMnics.
Although it is university level, some students may 
have brought along with them poor reading hahits--debris 
of first language instruction. It goes witliout saying 
that such difficulties need to be overcome. In an attempt 
to expose such difficulties, certain aspects of the 
curriculum need to be examined and compared with the 
reserch findings in the field of reading in a foreign 
language. This study which is based on descriptive 
research, includes library research, and questionnaires, 
interviews, survey of curriculum documents, and survey of 
instructional materials. Such a study, as of now, has not 
yet been done and it is hoped that when completed, it will 
be beneficial to curriculum implementation and evaluation.
1.2 AIM AND SCOPE OF THE RESEARCH
The concern of this thesis is to assess the
effectiveness of the reading program at NEPAL. To be able 
to do this, the goals and operations of the curriculum 
have to be investigated. Then, these findings have to be 
compared with the characteristics of effective reading 
programs as identified by a survey of literature in the 
field of reading in a foreign language. In such a study 
the following variables have to be analyzed;
Students! Reading cannot be taught; people can become 
better readers only by reading. Thus, the role of the
student, when viewed from this perspective is great. The 
student himself is the most impoitant factor in the 
process of learning the right strategies for reading. 
Once these strategies are incorpoiated into the learners' 
system of reading skills, the learners will become 
efficient readers, whether they are reading for 
information, pleasure or reference.
Teachers: The role of the teachei· is also very important 
in the teaching of reading skills. Although the term 
teaching is used, the real process is only facilitating 
the acquisition of reading skills and providing practice. 
Thus, no matter how good the instriK tional materials may­
be, success in helping students become better and more 
efficient readers lies in the hands of the teachers.
Program: The important components of a program are: 
Goals, Organization, Operations, and Outcomes. The 
research that has been done in the field of reading is 
mainly related to Reading in ESL and only a limited amount 
of research is available in reading in EFL. This study 
investigates the parts of a reading program for academic 
purposes with the best possible research findings both in 
ESL and EFL. An understanding of whether the reading 
program at METU is in line with the the views of experts 
becomes feasible when the goals and operations at MEPAL 
ai’e compared to the views of researchers in the field 
of reading and curriculum in relation to curriculum goals.
and operations.
Instructional Materials: The instructional materials used
can be analyzed to assesss how much they servo to develop 
good reading skills. The textbooks used, to a cei'tain 
extent, determine whethei' certain techniques are taught to 
the students. Moreover, the content of the textbooks aie 
crucial to maintain a high motivation level of the 
students. An analysis of the above variables compared 
with what the experts say can definitely telt us whether 
the reading program meets its objectives. Teachers, 
students and administrators will benefit from the study.
1.3 THE PROBLEM
Programmatic instruction aims at teaching reading 
as a study skill. The aim of instruction is to enable the 
students to find the appropriate strategy for reading 
different kinds of texts. Howeyever,instruction cannot 
be held responsible for indiyidual learning styles and 
thus, individual problems arise fi'om poor rea<ling habits, 
despite the constant efforts at improvement.
A carefully balanced reading course should create 
an enyironment where the students experience both 
intensive and extensive reading. Extensive reiiding is one 
way through which students can improve their reading 
habits. In fact, extensive reading provides piactice both 
for good and bad readers. Good readers can practice the
skills learned in class by reading a variety of materials 
including literature, science, politics, art and in other 
different fields of interest. Poor readers can realize 
where their weak points may lie concerning reading 
strategies. Consequently, they will become better readers 
through reading extensively and enj'oying reading.
1.4 THE METHOD
The review of literature brings to light the 
current trends in research related to EEL reading at the 
advanced academic level. From this survey, a framework 
of characteristics of i^ffective reading programs 
concerning goals and operations emerges.
Based on this knowledge, a set of guiding questions 
has been formulated. These questions, in turn, have lead 
to the design of a questionnaire and interviews. The 
questionnaire has been given to students at the A-group 
at MEPAL. The aim of the questionnaire is to determine 
whether students are conscious of their purpose for 
reading so that they can determine the appropriate 
approach to a reading task. Interviews with the teachers 
have been conducted to find out about the teachers' 
awareness of what the students are able to achieve, and 
the responsibilities of the teachers towards their 
students. Similarly, administrators have been interviewed 
to find out about the woricing of the goals and operations 
of the program.
Moreover, information related to instructional 
materials was gathered through an interview with the 
coordinator of the A-group. The instructional materials 
have been surveyed in terms of whom the books are 
written for, the aims, content and approach.
The data collected from multiple sources, that 
is from students, teachers, administrators, and 
instructional materials have been analyzed to reach 
conclusions about the effectiveness of the reading 
program at MEPAL.
1.5 LIMITATIONS
This study is limited to EFL reading skills, EFi, 
teachers and students at MEPAL. Ideally, the reading 
tests which are part of the exams given monthly could be 
given with different questions and the results compared. 
However; due to time constraints, a direct measurement of 
the reading skills of students at MEPAL cannot be 
accomplished within this study.
When considered as a whole, study skills are the 
most important responsibility of a university student, 
reading skills being the majoi’ component. In this study, 
due to time constraints, only reading is dealt with. 
Further research should include other study skills.
Although sexism is not a preference in academic 
writing, to avoid the repetition of "student" and 
"teacher", it has been necessary to use the personal
pronouns ”he" for student and "she" for teachei .
As a final limitation, the affective factors in 
learning reading are not mentioned.
1.6 ORGANIZATION OF THE STUDY
The first chapter is an introduction to the study. 
There is general information related to the university at 
which the study has been done.
The second chapter is the review of literature. In 
this section, the theories of the reading process are 
given in order to be able to understand what reading is. 
Following the theories, the models of reading are 
presented. It is very important to understand both the 
reading process and the models of reading to be able to 
teach reading successfully. The final part deals with 
issues of teaching.
The third chapter is about the method employed in 
the study. Information about the questionnaire distributed 
to students and interviews conducted with the teachers, 
and administrators is provided. The chapter also includes 
information collected about curriculum documents and 
instructional materials.
The fourth chapter deals with the analyses of the 
results of the data gathered from the questionnaires and 
interviews, and survey of curriculum documents and 
instructional materials.
The fifth chaptei' continues with conclusions and
lecommendations related to the working of the reiiding
program at MEPAL. In view of the ¿malysis of the reading
program, extensive reading practice is recommended.
Moreover, it is to be remembered that the ultimate
solution in overcoming the difficulties related to reading
skills lies in extensive leading practice. As Frank
Smith suggests (1988, p.l):
The power that reading provides is enormous, 
not only in giving access to people fai' 
distant and possibly long dead, but also in 
allowing entry into worlds which might 
otherwise not be experienced, which might 
otherwise not exist. Reading enables us to 
manipulate time itself, to involve ourselves 
in ideas or events at a rate and in a 
sequence of our own choosing, quite 
independently of the manner in which the 
the text was produced or printed.
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CHAPTER 2
REVIEW OF LITERATURE
2.1 READING: A MAJOR ISSUE IN ESL
Reading has become a major . issue in the field of 
second language teaching over the last ten years. It is 
important to understand what the reading process is to be 
able to teach reading successfully. According to Smith
(1985), to determine whether a method will be effective, 
an understanding of reading itself is essential. ’’Nothing 
can be taught unless it has the potential of making sense 
to the learner, and learning itself is nothing but an 
endeavor to make sense, to be comprehensible.” (Smith, 
1985, p.xl).
Goodman (1985, in Carrell, Devine, and Eskey, 1988) 
argues that one of the major reasons for the lack of 
development of more effective reading Instruction was 
that a clear view of reading could not be articulated. 
Therefore, when the aim is better reading instruction, it 
is appropriate to look at the nature of reading.
2.1.1 What is reading?
One simple definition of reading cannot be found. It 
can be defined and described in a variety of ways. Due to 
the interdisciplinary nature of reading, a lot of
input from disciplines such as psycholinguistics.
sociolinguistics, cognitive psychology, and education has 
led to considerable disagreement about the theory of 
reading. The fact that input is needed from other areas 
shows the complex nature of reading. Smith (1985) suggests 
that in order to avoid semantic arguments, instead of 
looking for a definition we should consider what is 
involved in reading.
When we are reading, we do not try mechanically to 
"extract" all the information provided by the author. On 
the contrary, we try to extract just the information that 
we need. The purpose is to answer specific questions that 
the reader is asking. As Smith (1985, p.l03) observes 
"Reading is asking questions of printed text. And reading 
with comprehension becomes a matter of getting your 
questions answered." Comprehension becomes possible when 
the answers to these questions are found. However, letter 
identification and word identification alone do not 
necessarily lead to comprehension. The readers ask 
relevant questions and know where the answers might be 
found if they are familiar with the material they are 
reading. This ability develops through practice in 
reading.
2.1.2 Learning and comprehension
An individual constructs a theory of the world in 
his mind and it is with him all the time. This is the 
foundation of learning, and it is modified when the
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individual is in interaction with the world. We make 
predictions about the world based on this foundation. As 
Smith (1985, p.82) points out, ’’Prediction is the prior 
elimination of unlikely alternatives... We predict by 
disregarding unlikely alternatives.” The theory of the 
world tells us what is possibly going to occur. The brain 
reviews the remaining alternatives and decides until ”our 
certainty is reduced to zero...Put more formally, 
prediction is a matter of asking questions.” (Smith, 
1985, p.62).
These predictions in turn enable us to make sense 
of events. If we find ourselves in a situation which we 
cannot relate to our theory of the world, we cannot make 
sense of the world. Then comprehension and hence learning 
is not possible. As a result, confusion hinders 
comprehension (Smith, 1985).
Comprehension is dependent on the reader’s 
experiences of background knowledge, or ’’schemes” or 
’’schemata". Both are terms which cognitive scientists 
have started to use recently. According to cognitive 
scientists like David Rumelhart, the reader fills in the 
certain slots in his schemata. According to Tierney and 
Pearson (1985, in Singer and Ruddell, p.864), ’’The 
reader’s schemata will be involyed in the construction of 
a scenario to account for the elements and relationships 
within the text and the world as the reader sees it.” 
Smith (1988, p.l4) classifies schemes as ’’representations
11
of more general patterns or regularities that occur in our 
experience." We have certain expectations of what certain 
scenes will be. When these expectations conform to the 
schemes in our minds, we can recognize and remember the 
scenes.
2.1.3 Comprehending and Comprehension
As Silberstein (1987, p.30) emphasizes, the
distinction between comprehending and comprehension is
very important. "...reading must be viewed as a two-fold
phenomenon involving process (comprehending) and product
(comprehension)." First, it is very important for the
readers to work through a reading task. They will make
mistakes or start with wrong strategies but from these
they will learn how to work properly with a reading task.
They will also learn to produce correct answers to
comprehension questions. Learning to deal with reading
tasks is as important as answering comprehension questions.
Thus, process becomes as important as product, as readers
try and produce correct responses.
Goodman (in Singer and Ruddell, 1985) defines
comprehension as the end product of any act of reading.
He asserts that what the reader is engaged in in
comprehending is trying to make sense of the text, and he
emphasizes the long-lasting effect:
Since comprehending is a constructive process 
in which readers make sense of text, it goes 
on during reading and even long afterwards as
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the reader reconsiders and reconstructs what 
has been comprehended; thus, comprehension may 
be changed in the course of testing it. The 
reader may change what he or she understood on 
the basis of test questions which seem to 
require particular responses and views.
(Goodman, in Singer and Ruddell, 1985, p.831)
Goodman suggests miscue analysis and cloze 
procedures to study the progress of the student's 
comprehending. Furthermore, he asserts that the knowledge 
of the reader gained from reading has been produced by 
what the reader knew beforehand and how well the reader 
read the text. As a conclusion, he indicates that 
"...effective comprehending is essential to effective 
comprehension but not sufficient." (Goodman, in Singer 
and Ruddell, 1985, p.831)
Nuttall (1982) also emphasizes the importance of 
process in reading. She directs attention to the 
invisible and private quality of reading and suggests that 
we need to be sure that the process is taking place. 
Furthermore, she believes that learning takes place during 
process:
It is the process of understanding, i.e. what 
the student does between starting to read a 
new text and eventually correctly answering 
questions on it, that interests us most, 
because it is during this period that learning 
takes place. (Nuttall, 1982, p.l36)
She concludes by saying that the primary purpose of
reading tasks is process, and not outcome.
2.1.4 Identification and Interpretation
As Eskey (1986, in Dubln, Eskey, and Grabe)
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mentions, reading is a cognitive process in which the 
brain does most of the work. This process involves two 
major sub-processes: identification and interpretation.
He points out that good readers I'ecognize words and 
phrases in print and convert print to language skillfully. 
According to Eskey, (1986, in Dubin, Eskey, and Grabe) 
"To the extent that making sense of a text depends on the 
information acquired by means of simple decoding of that 
text at the level of formal identification, good decoding 
skills are essential to good reading." (pp.8-9)
The second sub-process is interpretation. At this 
level, the reader goes beyond simple decoding skills. He 
has to relate the information acquired through decoding 
skills to his theory of the world. This means
interpreting; in other words, negotiating a meaning with 
the writer. This kind of interaction holds for any kind 
of reading but particularly in Reading for Academic 
Purposes, where information becomes a synonym for
knowledge. Thus, it can be inferred that identification 
skills are necessary but not enough to enable the reader 
to understand the text.
2.1.5 Reading for Meaning: A Psycholinguistic Perspective 
With the contribution of contemporary linguistics 
and cognitive psychology, reading has taken on a modern 
psycholinguistic perspective. Reading is viewed as a
complex information-processing skill. The reader is an
lA
active individual coordinating a number of skills to 
achieve comprehension.
Smith (1988) brings out the importance of visual 
and non-visual information in reading (p.66). The
following figure shows how they are related.
Figure 1. Two Sources of Information in Reading
Smith (1985) states that visual information is what 
is picked up by the eyes. Non-visual information or prior 
knowledge, is what is behind the eyes. Reading is based 
more on the non-visual information than on the visual 
information. Efficient readers make use of everything they 
know and depend less on the text.
As Bouchard (undated) points out, the reader may 
may identify all the words in print but still not be able 
to understand the meaning of the ideas that the writer has
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clearly expressed. The reason is explained by Smith in 
reference to surface structure and deep structure. Smith 
(19S5) asserts that ’’ meaning is not directly represented 
in the surface structure of language. Readers must bring 
meaning— deep structure—  to what they read, employing 
their prior knowledge of the topic and of the language of 
the text." (p.75)
A similar view is shared by Goodman (1988, in 
Carrell, Devine, and Eskey) who asserts that the 
interaction between language and thought starts with the 
writer encoding thought as language and ends with the 
reader decoding language to thought. In Goodman’s often 
cited paradigm, reading is a "psycholinguistic progress in 
that it starts with a surface representation encoded by a 
writer and ends with meaning which the reader constructs." 
(Goodman, 1988, in Carrell, Devine, and Eskey p.l2)
Smith (1973, in Silberstein, 1987 ) elaborated 
Goodman's paradigm and emphasized two important points 
related to reading. First, there is a certain amount of 
Information that the reader can receive, process and 
remember. Therefore, the reader chooses the language 
cues which will be the most productive. Second, readers 
understand the text they are reading because they 
contribute more Information than there is on the printed 
page. They take "the stimulus beyond its graphic 
representation and assign it membership to an appropriate 
group of concepts already stored in their memories." 
(Smith, 1973, in Silberstein, 1987, p.30)
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All of the above views converge on one point: 
reading is a process to seek meaning. Thus, it can be 
inferred that reading is the acquisition of the meaning 
intended by the writer and the reader's interaction in the 
form of interpretation and identification to achieve this 
meaning.
2.2 MODELS OP THE READING PROCESS
The models of the reading process not only provide 
us with more insight into what the reading process 
entails, but also help to bridge the gap between theory 
and practice.
2.2.1 Bottom-up processing
The bottom-up model shows the influence of structural 
linguistics. The model assumes that the reading process 
is text driven. The reader builds up meaning from the 
text through the recognition of printed letters, words, 
phrases and sentences (Eskey, 1986, in Dubin, Eskey, and 
Grabe).
The reader is passive in the construction of 
meaning, for all meaning lies in the linguistic forms of 
the text; the reader merely decodes. Any deviation from 
the text is viewed as an error which might change the end 
product: comprehension of the author's words.
2.2.2 Top-down processing
A quite opposing view as supported by Goodman and 
others is that the reading process is conceptually driven.
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We need to confirm hypotheses and form new hypotheses by 
sampling the text. This view which is often referred to as 
a "psycholinguistlc guessing game" is the top-down 
processing (as noted in Riimelhart, 1977; Stanovich, 1980; 
and Weber, 1984; among others in Grabe, in Carrel1, 
Devine, and Eskey, 1988).
In this model, reading is seen as an imprecise 
process where the reader samples the text in order to 
confirm predictions made on the basis of his background 
knowledge, "schemes" as noted by Smith (1988), and 
frequently referred to as "schemata." Reading is an 
active rather than a passive process. It is the reader 
who constructs meaning. Thus, as Goodman (1967, in Dubin, 
Eskey, and Grabe, 1986) asserts meaning is the result of 
the interaction of the reader and the text.
This model has had a strong and positive impact on 
the field of reading instruction. Eskey (1986, in Dubin, 
Eskey, and Grabe) notes that the influence can be seen in 
the textbooks written within the last ten years. 
Similarly, curriculum designers now offer better-informed 
advice on designing and teaching courses in reading.
Thus, the work of Goodman and Smith and many 
supporters has paved the way to great Improyements in 
reading pedagogy and materials. It is clear that reading 
has been identified as an independent skill in language 
teaching.
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12.2.3 The I nt eгасt i v e Mo<le I
The interactive model assumes that reading is 
(Iriven by both low-level and high-level processes. Eskey 
(1986, in Dubin, Eskey, and Grabe) states that a good 
reader must be proficient at identification (bottom-up 
skills) and at interpretation (top-down skills). 
C’omprehension results fiom understanding the words on the 
r>age plus conceptual strategies combined with the reader's 
experience of the world. Stano\ich has combined the 
bottom-up and top-down pi'ocessing into the interactive 
model (Stanovich, in Eskey , 1986, in Dubin, Eskey, and 
Grabe). The following figure illustrates the relationship 
between what skills the student can work with and what the 
researchers advocate in the interactive model as a 
frainewoi'k for instruction.
Process
Student
Teacher
Model
Micro-comprehension Macro-comprehension
activities a< t ivit ies
Figure 2. A Framework for Instruction
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The crucial point is that when the reader is faced 
with deficiencies at one level, he can always make use of 
the strategies at the other level to get to meaning.
2.3 IMPLICATIONS FOR READING IN A SECOND LANGUAGE
As Eskey (1986, in Dubin, Eskey, and Grabe, p.l7) 
so aptly puts it, ”a comprehension gap’* occurs when the 
foreign language reader suffers from the deficiencies of 
linguistic, pragmatic, and cultural knowledge which are 
essential in the comprehension of foieign language texts. 
According to Clarke (1978, in Dubin, Eskey, and Grabe, 
1986), even good second language readers with all their 
higher-level skills and a considerable knowledge of the 
language still suffer from deficiencies at the level of 
identification. Naturally, this hinders comprehension.
Eskey (1986, in Dubin, Eskey, and Grabe, p.l8) 
categorizes knowledge necessary for reading. He asserts 
that the two categories of knowledge must interact in 
order to achieve native-like compi'ehenslon in reading. 
The figure below shows these two categories.
Knowledge Crucial to Reading
Knowledge orm
Graphonlc
Knowledge^of Substance
Rhetorical Cultural
Lexical/ 
Syntact ic/ 
Semantic
Pragmatic
Subject/ 
Sped f Ic
Ident i fication- -Interpretation
Figure 3. Knowledge necessary for Reading
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In Figure 3, when moving from left to right, we go 
from lower-level cognitive skills (Identification of 
forms) to higher-level skills (interpretation of meaning). 
This move can also be Interpreted as a shift from bottom 
to top In terms of the models of the reading process. 
Readers may have problems at the Identification level, 
which on no account should be Ignored. There Is no point 
In concentrating on the higher-level skills when the 
bottom Is not firmly established.
2.4 READING PROBLEMS IN A FOREIGN LANGUAGE
The research In the field of reading In a foreign 
language does not state clearly the extent to which the 
foreign language poses a problem. However, following the 
views put forth by researchers, It becomes evident that 
reading In a foreign language Indeed causes breakdowns In 
reading.
Jolly (1978, In Alderson and & Urquhart, 1984) 
argues that success In reading In a foreign language Is 
determined by one's reading ability In the first language. 
The Implication Is that If the reading skills are 
transferred from the first language Into the second 
language, students will not fall to read efficiently. 
Thus, reading Is a reading problem and not a language 
problem. This brings us to a very Important Issue In 
reading In a foreign language: whether reading Is a
language problem or not.
Goodman (1973, la Alderson & Urquhart, 1984)
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believes that the reading process Is more or less similar 
in every language. If this is true, then we are led to 
believe that the reader who is good in one language would 
be a good reader in another language.
Grabe (in Dubin, Eskey, and Grabe, 1986) however, 
takes a contrary view and opposes the suggestion made by 
Goodman and othei's who think of the reading process as 
being the same across languages. He claims that there is 
no guarantee in the transference of native language skills 
to L2 reading tasks.
Yorlo (1971, in Alderson & Urquhart, 1984) supports 
Goodman's view of the reading process as being an active 
process, involving the recider and the text. However, he 
asserts that for the EFL reader, the reading process is 
more complex because new elements have been added. He 
states that the reading problems of foreign language 
learners arise from mainly two sources: imperfect 
knowledge of the target language and interference from 
the native language. He claims that reading involves 
knowledge of the language and adds that imperfect 
knowledge of the language may hinder the reader’s ability 
required to pick up the correct cues.
The effect of L2 language proficiency on reading 
performance has been an area of great Interest in 
research in the field of second language reading. Among 
others, Devine (1987, in Devine, Carrell, and Eskey) 
points to the general assumption In ESL pedagogy that low
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proficiency in LI lowers the reading achievement. Although 
research confirms this ¿issumption, it does not 
specifically inform us with the extent to which language 
proficiency and reading achievement in a second language 
interact. One set of findings in Devine's research tells 
us that readers pay attention to both the visual clues and 
the meaning of the language of the text. Eskey (1987, in 
Devine, Carrell, and Eskey) shares this view and 
emphasizes the existence of a correlation between general 
language proficiency in a language and the ability to read 
well in that language. He believes that research does not 
really inform us of something that we did not know. In 
other words, research only confirms what has been known 
for some time.
Sarig (1987, in Devine, Carrell, and Eskey) did 
research to determine the relative contribution of the 
reading strategies in the first language and second 
language proficiency to reading in the second language. 
She found out that the reading processes were related. 
She adds, however, that success in reading also means the 
integration of the reader's own strategies. She concludes 
by stating that the findings of such types of research 
need to be confirmed by other researchers and on a larger 
scale and believes that when they are confirmed, they may 
provide deep Insights into the teaching of reading skills.
Commenting on Sarig's research, Dubin (1987, in 
Devine, Carrell, and Eskey) agrees that every individual
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has a set of strategies but adds that these cannot be 
classified into a formula which will work for everyone. 
She believes that:
Better reading instruction may come about 
through emphasizing a I'epertoii'e of reading 
strategies, along with providing the necessary 
background knowledge of both the subject 
matter and textual content for understanding a 
particular text. (Dubin, 1987, in Devine, 
Carrel1, and Eskey, p.l22)
To conclude, the wide range of issues and research 
approaches shows the complex nature of the reading 
process. The complex interplay of many factors concerning 
these issues and approaches need to be specified further 
in the future. However, for the present, it is of crucial 
importance that we derive some useful pedagogical 
implications from the various views in research for the 
teaching of reading in a foreign language.
2.5 TEACHING OF READING IN A FOREIGN LANGUAGE: CURRICULUM 
CONCERNS
Results of research and observational evidence 
emphasize the ever-increasing importance of the teaching 
of reading. It is not an easy task to invent a formula 
that will work flawlessly in the teaching of reading 
skills. There are many factors at work. However, it is 
helpful to work out a framework of these factors to be 
able to look at the process of teaching. Any reading 
program should be based on sound curricular principles, 
when looking into the working of teaching procedures, it 
is appropriate to review what the emphasis is placed on in
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the curriculum. While doing so, the most practical advice 
seems to be found in the work of some researchers in the 
fields of curriculum and reading.
According to Bellon and Handler (1982), the four 
areas of focus in a curriculum are goals, organization, 
opeivitions, and outcomes. For a complete understanding of 
how well a program operates, it is essential to examine 
the goals and operations in a curriculum. When goals are 
clear, appropriate and stated in relation to learning 
expectations, the school curriculum will be meaningful and 
purposeful. Similarly, when the planned curriculum guides 
and the day-to-day functioning of opeiations at the level 
of classroom instruction are congruent, instruction can be 
termed as effective.
2.5.1 Goals in a Reading Program
Goals are general statements of purpose which shape 
the curriculum. It is essential that the philosophy or 
assumptions underlying the program be understood and 
compatible with the goals of a program. Furthermore, the 
goals should take into consideration the needs of the 
learners.
Grabe (1986, in Dubin, Eskey, and Grabe) states 
that in a reading program, recalling the many skills which 
are used interactively, the curriculum should have the aim 
of developing these skills most effectively. There are 
interactive components in teaching various skills.
Ruddell & Speaker (1985, in Singer & Ruddell), 
state that the major goal in a reading program should be 
to enable the reader to develop conscious control of the 
reading process. Activities should be selected carefully 
with the aim of teaching these strategies, leading to 
effective text processing. The learner should learn to 
process texts in an active manner. This means that the 
learner must know what to expect and how to apply prior 
knowledge successfully.
Carrell & Eisterhold (1988, in Carrell, Devine, 
and Eskey, p. 88), share the same view and assert that the 
ultimate goal of a reading program is to create 
Independent readers "whose purpose in learning to read in 
English as a foreign or second language is to learn from 
the texts they read." Similarly, Singer (1985, in Singer 
and Ruddell, p.929), states that "the goal of instruction 
is reader independence. In other words, instruction 
should teach students to utilize strategies on their own." 
Hotel (1963) also emphasizes the importance of learners 
becoming Independent readers. He points out that reading 
instruction should aim at developing independent and 
Interested readers. They should be readers who can read 
whatever they like and in many areas.
Jenkinson (1973, in Stalger, 1973) puts forward one 
condition related to reading in cuiiculum areas: the 
reading skills can become functional only if they are
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applied to learning in all areas of the curriculum which 
means reading any kind of material. Although there are 
many new visual aids, learning becomes feasible mainly 
through the medium of reading. When reading skills are 
developed, they will facilitate learning in other areas of 
the curriculum.
According to Cummins (1988, in Richard-Amato, p.l96), 
in an effective program students are able to move 
"gradually from cognitively undemanding tasks for which 
the materials are heavily context-embedded, offering many 
clues, to cognitively diimandlng tasks for which the 
materials are context-reduced, offering few clues." 
Provided that the four skills of a language focus on 
meaning, they can be integrated in a program and can 
develop naturally. When the skills are treated 
seperately, students will encounter difficulties.
Murdoch (1986) shai’es the same view and believes 
that reading classes should not focus on activities 
exclusively on one skill. If there is not a rigid 
division of language skills, the curriculum will be more 
varied. This will stimulate interest both in teachers and 
students and thus lead to progress.
Dwyer (1983, p.l33) suggests that "the main goal of 
the reading program should be to train students to read 
efficiently, a many-faceted task." A similar view is 
supported by Eskey (1988, in Carrel1, Devine, and Eskey, 
p.21) who believes that "the one legitimate goal of a
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reading class is the development of a genuine reading 
habit in the language.” Moving to the more advanced level 
academic reading, Norris (1970) defines the goal of a 
program for teaching reading for information as teaching 
the students how to get Information from the printed page 
efficiently, rapidly, and with full understanding.
According to Clarke and Silberstein (1977, in 
Silbersteln, 1987), skill in reading means the 
coordination of special skills and strategies. They 
point out that the focus of a reading program should be to 
train students in these special skills and strategies so 
that they can develop consistent ’’attack strategies” 
(p.8). Students need to be aware of their purpose in 
reading to be able to find the appropriate approach 
required for a reading task and work with this approach.
As Arnaudet & Barrett (1984) point out for advanced 
level learners of English as a Foreign Language, the goal 
is to achieve mastery of written English as it is used in 
an academic environment. The purpose is to guide students 
toward Intensive analytical reading of academic prose.
Nuttall (1982, p.21) notes that the aim for a 
reading program is ”to enable students to read without 
help unfamiliar authentic texts, at appropriate speed, 
silently and with adequate understanding.” She places 
high priority on becoming independent readers, able to 
tackle texts they have never seen before.
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Krowitz (1988) identifies the main goal in English 
for Professionals as the refinement of the communicative 
and language learning capabilities of the students. For 
this end, the following factors have to be taken into 
consideration: determining the goals that the students
have for themselves and becoming informed about what the 
students need in their special fields.
A good reader can decode written messages quickly 
and efficiently. He has to master the mechanics of 
reading as a preliminary requirement. He must also 
possess the effective reading techniques. Thus, according 
to Dubin and Olshtain (1977), the objectives of a reading 
program should be the mastery of the mechanics of reading 
together with effective reading techniques.
In the light of all of these considerations and 
views, a very Important aspect of reading in relation to 
curriculum emerges. Reading is interactive in two ways. 
Firstly, reading is in interaction with the other skills. 
Secondly, reading is an interaction between the reader and 
the text. The former interaction necessitates an 
integrated approach to teaching, in which reading is an 
essential part. The latter supposes that reading is best 
taught through the interactive model.
2.5.2 Operations in a Reading Program
Once the curriculum goals are made explicit, it is 
time to look at the operations of a program. The
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operations tell us how the goals are achieved through day- 
to-day implementation. Since the aim is to teach the 
reading skills required for proficient reading, it is 
appropriate first to view the specific reading skills that 
students must develop or Improve, as part of the reading 
curriculum, second the role of the teacher, third the role 
of the students, fourth the role of the administrators, 
and fifth the classroom procedures.
2.5.2.1 Areas of Skill
As Norris (1970) observes, the methods used in the 
teaching of reading have been in use for some time. These 
methods have been formulated from LI reading materials 
through the contributions of textbook authors and reading 
teachers. The reason is that there are no new 
developments with special reference to reading in a 
foreign language. As a result, the main sources of new 
ideas for improvement can be found in recent reading 
textbooks in English as a foreign language. The areas
of skill that advanced readers in a foreign language have 
to improve or master are related to reading speed, 
vocabulary, and comprehension of sentences, paragraphs and 
complete reading texts. These skills are in effect the 
skills that native speakers also need to master for 
proficient reading (Bouchard, 1985; Dixon and Nessel, 
1983; Dubin, Eskey, and Grabe, 1986; Farr, 1980; Heaton, 
1978; Murphy, 1984; Norris, 1970; Nuttall, 1982; Sonka, 
1981; Williams, 1986; Yorkey, 1970, Zukowski/Faust, 1983).
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The five areas of skill are as follows:
1. Improving Speed
a) Speed in recognizing words: improving eye
movement, visual discrimination
b) Speed in understanding words: symbol-sound­
meaning association
c) Recognizing sentence structure: eye sweep,
reading by structures
2. Improving vocabulary
a) Word formation: derivation and compounding
b) Lexical range: choices and restrictions
c) Vocabulary in context: using context clues to
meaning
d) Synonyms and antonyms: substituting other words
without changing the meaning of the sentence or to 
make the sentence mean the opposite of what it 
does
3. Sentence structure and comprehension
a) Sentence structures: understanding advanced-level
conjunction, nominalization, embedding, and 
grasping the main idea
b) Sentence comprehensjlon: understanding the full
meaning
Paragraph structure and comprehension
a) Paragraph organization: the central idea,
paragraph development
b) Cohesion and coherence: connectives and reference
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words, detecting coherence relations
c) Paragraph analysis: lecognizing rhetorical
patterns, determining author’s goals, intents, 
biases
5. Comprehension of the complete reading text
a) Surveying for main ideas and organizational 
pattern: outlining
b) Skimming to get a general idea of what a text is 
about
c) Scanning for specific information
d) Reading for full understanding: discussion and/or
summary of the reading and comprehension questions
e) Critical reading: inferring, judging, and
applying the thoughts of the author
Williams (1986) reminds us that the activities to 
develop these skills should not be carried out in 
isolation. On the contrary, they should be linked to the 
topic and exploited further when possible.
2.5.2.2 The Role of the Teachei’
In an analysis of the operations of a program, the 
most important variable is the teacher. It is the teacher 
who carries out the most difficult task of making the 
I'eading class successful. A reading teacher has many 
i'oles in the classroom. As Peg Griffin (1978, p.v) states 
”··.teachers are the most important part of the program—
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teachers who must actively engatie themselves in the 
piogram. . . .Teachers cannot be mei'ely I'etailers— getting 
supplies from the education industry and seryicing student 
customers." It is clear that the responsibilities of the 
teachers are eyen more important than what lias been 
assumed for them oyer the years. Although Smith (1973) 
argues that reading cannot be taught, but only learned, 
Nuttall (1982) belieyes that there is a lot that the 
teacher can do. She adds that the extent to which the 
student learns to do without the teacher's help is the 
measure of the teacher’s success. The responsibilites of 
the teacher can be summarized as follows: building 
confidence, developing reading skills, providing 
background knowledge, building linguistic background, 
getting and providing feedback and motivating students to 
read.
a) Building confidence
Readers in a foreign language often do not feel 
confident of their skills when they are reading authentic 
texts in the language. The reason is that they belieye 
comprehension is understanding eyery word in the text and 
they think that every new word should be looked up in the 
dictionary. This tendency should be abandoned and the 
reader should be encouraged to take the risks that fluent 
reading requires. Therefore, it is the teacher’s Job to 
build confidence. As Eskey points out "a very large part 
of the reading teacher’s Job is a kind of confidence
33
building." (1988, in Carrell, Devine, and Eskey, p.l9)
As Stalger (1973) observes the reading teacher 
should encourage the individual to use his reading 
capacities as much as possible. The teacher both creates 
and guides the work in class, being sensitive to what her 
students know and what they are able to do. She should be 
able to adapt her approach to the level of the students 
who need help. Thus, the teacher is " an artist as well 
as technician in the classroom." (Staiger, 1973, p. 19)
Dubin (1986, in Dubin, Eskey, and Grabe) supports 
this and adds that the teacher is often faced with 
students who are not aware of the difficulties of reading 
in an academic program. Then the teacher should heighten 
the awareness of the students and support their efforts. 
Zukowskl/Faust (1983) observes that encouraging discussion 
of concepts, and even arguments, will enable the students 
to think critically and at the same time will force 
students to use their full language abilities.
b) Developing Reading Skills
It is the teacher who introduces the students into 
a world of reading where useful strategies solve the 
problem of coping with texts in an unfamiliar language. 
There is a variety of techniques that the teacher can 
utilize.
First of all, the teacher should help the students 
to abandon the reading word-by-word tendency. One very 
good technique is timed readings. According to Dwyer
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(198'i), it is essential that the activities in the reading 
class be timed so that the class does not slow down too 
much. This may cause a loss of interest for the pace will 
not be challenging. It is equally important that the 
students become aware of the fact that reading as quickly 
as possible is feasible. One of the teacher's main 
concerns should be to foster the students’ ability to read 
at an appropriate speed. Eskey and Grabe (19&S, in 
Carrel1, Devine, and Eskey) also point out that the 
teacher should show the students that it is possible to 
read different texts at different rates. The teacher 
should also make the students aware of different purposes 
in reading. For this, students haye to be taught to skim 
for the main idea and to scan for specific kinds of 
information, and to learn critical reading to be able to 
evaluate an author's arguments.
Moreover, as Coady (in Mackay, Barkman and Jordan, 
1979, p.ll) suggests "the teacher should always put 
primary emphasis in reading instruction on comprehension 
strategies." The learner should not be continuously
concentrating on lower-level processes instead of higher- 
level processes. Working on these lower-level processes 
to decode the symbols which carry the meaning message 
slows down the reading process. Thus, it leads to an 
overall loss of meaning. By learning the word, the 
students will have lost the sentence and left with a poor 
priority of strategies.
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Recalling the importance of the distinction 
between comprehending and comprehension, the reading 
teacher should not only expect students to produce correct 
responses in reading, but also help students develop 
strategies for comprehending the texts that they are 
reading. Silberstein (1987) proposes that students should 
be rewarded as much for trying as for producing a correct 
response.
A good reading teacher should also devise a 
repertoire of methods and techniques that are likely to 
work best for different kinds of readers. The 
instructional materials specify the method to teach 
reading, but it is the teacher who uses these materials in 
the best way, to the students' advantage. As Staiger 
(1973, p.l9) states "For generations good teachers have 
been adding their individual stamp to official methods so 
that the individual needs of learners can be met."
There are many ways in which the teacher can see 
to the Individual needs of the learners so that they can 
develop their reading skills. One way is that the teacher 
can provide additional practice materials other than those 
found in the texbooks. Another way is to provide exercise 
material to accompany the text read in class (Dubin, 1986, 
in Dubin, Eskey, and Grabe). The teacher can also 
reintroduce topics. When students read simlltar or related 
content matter from a variety of sources, they are more 
willing to read and thus become more motivated.
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Nuttall (1982) believes that teachers must take 
responsibility for their students' progress to help them 
become effective independent readers. These 
responsibilities include giving the students the skills 
they need by finding out what they can do and what they 
cannot, choosing activities to develop the required skills 
and making sure that every student improves gradually 
according to his own abilities. She emphasizes the 
Importance of conscious development of reading skills for 
it is Impossible to familiarize students with all kinds of 
texts they will want to read. Her claim is that they 
should be taught the "techniques for approaching texts of 
various kinds, to be read for various purposes." (Nuttall, 
1982, p.22)
It becomes apparent that diversity in teaching 
methods and techniques leads to success in learning. 
Bellon and Handler (1982) identify diversity as a common 
characteristic of most effective teachers. They note the 
results of research on effective Instructional practices 
which reveal that "...only the less successful teachers 
show a high level of similarity in their classroom 
behaviors." (Bellon and Handler, 1982, p.61) Thus, it 
can be Inferred that teachers who employ a broad 
repertoire of strategies in class are successful in 
helping students learn and are able to achieve their 
objectives.
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c) Providing Background Information
Ail readers bring knowledge of the world with them to 
a text. This knowledge of the world may be knowledge of a 
specific topic, familiarity with different text types or 
knowledge of a particular way of life. When the cultural 
background of the foreign language learner is different 
from that of the writer, the teacher has to provide 
background information. Williams (1986) suggests that 
this can be done by eliciting from the learners what they 
know and by developing the topic through a series of texts 
and activities.
Given the role of background knowledge in language 
comprehension, students cannot be expected to get to the 
meaning of any written text only by reading the text 
itself. According to schema theory, the text only guides 
the reader to construct meaning from their background 
knowledge previously acquired. Thus, the reader needs the 
ability to relate the information provided by the text to 
his own knowledge for efficient comprehension. The two 
basic modes of information-processing, bottom-up and top- 
down, should be occurring at all levels simultaneously 
(Rumelhart, 1980, in Carrell, Devine, and Eskey, 1988).
As Tierney and Pearson (in Singer and Ruddell, 
1985, p.873) suggest teachers "should encourage readers to 
relate their background of experience to what they read 
and alert them to the importance of their own ideas, 
perspective, and purpose in any communication."
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Encouraging a discussion of the author’s perspective is an 
effective way of bringing out the students’ perceptions of 
the text.
The pervas.ive influence of a reader’s prior 
knowledge is further eliiborated. This knowledge is 
’’concerned with whether a match or mismatch exists between 
the pui'poses and prior knowledge of readers and the 
intentions and expectations of authors”. (Tierney and 
Pierson, in Singer and Ruddell, 1985, p.865) When there 
is a mismatch between an author’s expectations and a 
reader’s prior knowledge, the teacher should provide 
students with the background experiences appropriate to 
the text.
The background knowledge which is required in 
reading in a foreign language is often culture-specific. 
As Carrell points out (Carrell, 1988, in Carrell, Devine, 
and Eskey, second language readers persistently try to 
provide schemata to make sense of texts. She adds, 
however, that ” these efforts will fall if the reader 
cannot access the appropriate existing schemata, or if the 
reader does not possess the appropriate schemata necessary 
to understand a text.” (Cairell, 1988, in Carrell, Devine, 
and Eskey, p.81)
Thus, if the schema is culturally specific and is 
not yet integrated into the reader’s cultural background, 
the reader will face difficulties in the comprehension of 
the text. It becomes obvious, then, that the reading
39
teacher should provide the necessary schemata that the 
learner needs in order to understand the text and remain 
alert to whether students are engaging their schemata 
prior to, during and after reading. This view is 
shared by Hedge (1985), who believes that the teacher 
should make a text meaningful by explaining the background 
and providing cross-cultural references. It is worth 
noting that *'As students read more widely and gain 
understanding of the life, customs and attitudes portrayed 
in their books, they will be able to appreciate the full 
meaning of texts and interpret the writers' attitudes." 
(Hedge, 1985, p.48)
d) Building Linguistic Background
According to Bumpass (1966) before students attempt 
any reading, the students should have an adequate 
linguistic background appropriate to their needs, 
Interests and levels of understanding.
As Clarke (1988, in Carrell, Devine, and Eskey) 
argues although LI readers transfer their skills to 
reading in L2, the results of research are not conclusive. 
We understand that there is some transfer of skills, for 
good readers perform better in LI and L2. However, limited 
language proficiency also seems to haye a powerful effect 
on the reading behayiors of the readers. A further remark 
is that although the "universals hypothesis" may be 
Justified to a certain extent, the role of language
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proficiency may be greater than has been assumed in the 
past. Clarke believes that **. . .limited control over the 
language short circuits the good reader’s system causing 
him/her to revert to poor reader strategies (vhen 
confronted with a difficult or confusing task in the 
second language.” (1988, in Carrel1, Devine, and Eskey, 
p.120) One implication of the ’’short circuit 
hypothesis” is that students need more language 
instruction. Another implication is that the degree of 
language instruction that the students need may be vastly 
different from reading instruction in L2. Good readers in 
LI may just need to be reminded of their native reading 
strategies, whereas less proficient readers may need more 
instruction both in reading and in language instruction in 
L2. The task of the reading teacher, then, is to build up 
adequate linguistic background for those students having 
language problems. Then the teacher can deal with reading 
instruction.
e) Getting and providing feedback
Another important responsibility of the reading 
teacher is getting and providing feedback. Carrell and 
Eisterhold (1983, in Carrell, Devine and Eskey, 1988) 
believe that we should be sensitized to the comprehension 
problems of our students by carefully listening to their 
opinions about the texts they are asked to read. They 
assert that:
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Given that the reader Is trying to make sense 
sense of the text (construct meaning), a 
teacher who listens carefully and responds to 
a student’s efforts will become aware of both 
the background knowledge and the cultural 
problems that students themselves bring to the 
text. (Carrell and Eisterhold, 1983, in
Carrel1, Devine, and Eskey, p.88)
The most valuable information lies in the perceptions of
our students. This kind of information can be gathered
through asking open-ended questions, searching for
Inference from the text, asking students to justify
their opinions about the text or asking students to
summarize (oral or written). The students should be the
major source of information related to feedback for there
is a limitation in looking at test results as feedback.
As Alderson (in Alderson and Urquhart, 1984) observes,
tests focus on the product of reading (comprehension)
rather than process (comprehending). He claims that data
collected in the form of test results provide "...no
insight into how the reader has arrived at his
interpretation, be it at the level of detail, main idea,
inferred meaning, or evaluative judgement." (Alderson, in
Alderson and Urquhart, 1984, pp.21-22)
Providing feedback is as important as getting
feedback. The teacher should make students aware of their
progress. Mahon (in Dubln, Eskey, and Grabe, 1986) notes
that the teacher should compare the achievements of
students as class progresses. Support can be given by
positive feedback. This kind of feedback, which focuses
on the positive aspect will emphasize the strengths of the
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students and they will be encouraged to read more 
consciously. As Moskowitz (1978) so aptly puts it 
"Building on the positive strenghtens growth and can help 
students overcome some of their shortcomings." (p.25)
f) Motivating students to read
The need for a favorable attitude toward reading 
has been emphasized by many researchers in the field. 
Students need to be interested in the material they will 
read. Yorkey (1970) points out that success in students' 
studies depends on their motivation. The desire to 
achieve a certain goal is what differentiates success from 
failure. He accepts grades as short-range motivation for 
study, but believes that they should not turn into a goal 
in themselves. From this perspective, it becomes the 
teacher's job to motivate the students to read, since a 
textbook cannot be expected to provide this motivation.
As Eskey (in Dubin, Eskey, and Grabe, 1986) 
emphasizes, the purposes for reading in the real world are 
"Intellectual profit or pleasure." (p.3) Students, 
however, tend to read to pass the course. Although 
reading teachers find their subject fascinating, most 
students do not share their enthusiasm. Thus, the only 
way that the students will be interested in the course is 
the content of the reading. Eskey (in Dubin, Eskey, and 
Grabe) summarizes the responsibility of the reading 
teacher from this perspective as follows:
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Thus the first concern of any reading teacher 
is to find, or create, a body of material that 
his particular students might find interesting 
to read, and then to do everything in his 
his power to relate that material to their 
real concerns and, most important of all, to 
make it as comprehensible to them as he can.
(p.4)
In summary, the task of the reading teacher is 
quite complicated. The extent to which students achieve 
success in class depends on the responsibilities of the 
teacher in reading Instruction. Grabe’s description 
summarizes the wide range of the teacher's role: "Briefly, 
the role of the teacher is to fatilitate reading, raise 
consciousness, build confidence, ensui'e continuity and 
systematicity, show involvement, and demand performance." 
(Grabe, in Dubin, Eskey, and Grabe, 1986, p.44)
2.5.2.3 The Role of the Student
Eskey (1987, in Devine, Carrel1, and Eskey) reminds 
us of the complexity of reading as an interactive process 
in which many kinds of variables like background 
knowledge, processing strategies, cultural assumptions and 
linguistic density are engaged. The teacher's role is to 
facilitate the acquisition of reading. The teacher cannot 
control this process; thus, it is the reader who must 
acquire reading for himself by taking responsibility for 
his own learning. As Grellet (1984) notes, reading is a 
silent and personal activity: the student as a reader 
works with any reading task on his own and is allowed help 
fi'om the teacher when the need arises. There are several
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useful points to consider when looking into the process of 
reading acquisition of the learner: the learner has to 
plan, monitor and evaluate his interaction with texts in 
an efficient manner.
a) Planning
Students are faced with academic tasks they have to 
perform in order to succeed. As Hillman (1990, p.xvii) 
notes, students "must have the ability to read great 
amounts of material in a wide variety of disciplines, 
comprehend the material, and take tests to demonstrate 
their understanding of it." Given the wide scope of the 
tasks the students are expected to work with, they have to 
plan for reading. Reading is not a process that can be 
started haphazardly: it needs careful planning. In other 
words, the plan of action is very important.
In starting or getting ready to read, the student 
has to plan for directing his attention to what the 
reading task requires. Then he has to think about what to 
expect in the text that he will read. Good readers 
preyiew the material that they are going to read. They 
also survey the material to get a general idea of how the 
material is organized and what the content is.
Previewing and surveying help to become familiar 
with the parts of the text to be read. There are three 
useful strategies in suryeying a text: Skimming the whole 
text, the title, subtitles, boldface and italics, and
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illustrations or pictures, skimming the passage to relate 
and activate personal experience or background knowledge 
and, developing a purpose for reading. Having completed 
the surveying exercises, the student can have a good idea 
about the content of the passage.
Recalling the importance of background knowledge or 
schema, it is essential that the reader approach the text 
to be read with a degree of prior, though uncertain 
knowledge of its content. Kellermann (1981) emphasizes the 
importance of what Frank Smith calls "prior apprehension" 
(p.31) of what the message in the text may be. 
Furthermore, Kellermann asserts that the reader's own 
skill enables him to use his own knowledge in relation to 
the text. The reader should try to guess appropriately 
and approach the text with his current state of knowledge.
As a result, when the reader considers the text as 
a whole, that is, skims the text to form hypotheses about 
what to expect, relates his background knowledge, and 
develops a purpose for reading, he can proceed to the 
monitoring phase of his reading.
b) Monitoring
Brown (in Singer and Ruddell, 1985) emphasizes the 
importance of self-questioning during reading as a very 
useful technique to facilitate learning. He asserts that 
Ihe student can improve his ability to monitor his own 
comprehension. The student can check himself while
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reading to see If he has pinpointed important information 
and discarded irrelevant information. Moreover, he can 
check to see whether he can identiiv the author's topic 
sentence or purpose for wiiting. There is a wide variety 
of questions that the student can employ as self­
monitoring tasks to check whether comprehension is
progressing smoothly. Thus, effective question-asking is 
an invaluable component of self-monitoring in achieving 
learning from text. Ruddell and Speaker (in Singer and 
Ruddell, 1985) believe that other self-monitoring 
techniques such as critical and evaluative reading, and 
hypothesis testing also enable the reader to check his 
progress with comprehension and comprehending during the 
reading of a text. As a result, by self-monitoring the 
information in the text, the reader can change his 
processing plan to meet his goal in reading, change his 
goal if necessary or end the reading process.
c) Evaluating the Text
Following the monitoring stage, the students can 
proceed to the evaluating stage, having gained adequate 
knowledge of what the passage holds. Brown (in Singer and 
Ruddell, 1985) claims that good readers are able to 
monitor their comprehension and evaluate their own 
progress in terms of their purposes in reading.
Nuttall (1982) notes that the text as a whole 
should be evaluated and responded to. The students can
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reconsider the hypotheses made earlier. Those hypotheses 
can be confirmed, refined or, if necessary, rejected and 
replaced.
As Hillman (1990) points out, the student can 
manipulate the information of the content verbally or in 
writing. Grellet (1984) and Nuttall (1982) suggest that 
the students can work in pairs to answer questions related 
to the text or try to interpret or paraphrase some parts 
of the text. Another possibility is participating in a 
class discussion of the whole or some parts of the text. 
During the discussion, specific points such as the 
author's Intention and the quality of the information 
given should receive close attention. The student
should be able to express his opinion about the text. 
This means discriminating between facts and opinions. The 
student should also try to recognize author bias.
Thus, as the student is assessing the text, he is, 
in effect, evaluating his own strategies employed in 
reading that particular text. This marks the end of the 
assessment stage of the student's reading strategies.
In sum, the coordination of the three phases, 
planning, monitoring and evaluating, can enable the 
student to work with the text in an Interactive manner 
efficiently.
2.5.2.4 The Role of the Administrator
The administrative role, in fact, involves a wide 
scope of educational leadership. Thus, as Carlson (1972)
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believes the administrator’s "sense, attitudes, 
understandings, and knowledge must necessarily operate 
over a somewhat wider range than that of a teacher." 
(p.240) The administrator should have sufficient 
knowledge and understanding of the field of reading. This 
essentially requires a thorough understanding of what the 
process of reading is. Furthermore, it requires an 
awareness of the conditions which are necessary for 
learning to take place. Thus, the most important role of 
the administrator is to ensure teacher growth in these two 
areas.
The administrator should also be aware of 
instructional goals. Such an awareness is the first step 
in understanding whether the proposed outcomes are 
translated into reality.
Farr (1970) asserts that teachers and 
administrators need to gather information related to the 
effectiveness of materials and information about students' 
reading behavior. This can be done through a constant 
evaluation of teaching procedures, and through checking 
test scores.
A strong curriculum design is one where reading 
instruction reflects integrated goals and a single 
philosophy. Grabe (1986, in Dubin, Eskey, and Grabe, 
1986) points that the coordination of reading texts should 
be well planned. This is beyond the organizational 
abilities of the teachers in a program, and therefore.
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becomes the task of the administrator or the curriculum 
coordinator. He adds that "...a committed administrator 
is crucial in successful reading programs." (Grahe, 1986, 
in Dubin, Eskey, and Grabe, p.43)
2.8.2.5 Classroom Procedures
Having looked at the skills required in reading in 
a foreign language, the roles of the teacher, the 
students, and the administrator, it is appropriate to view 
the classroom procedures to be able to tell whether a 
program is effective or not.
a) Instructional Practice: Turning theory into practice
The most difficult issue in turning theory into 
practice emerges when moving through a curricular design 
to instructional practice. Grabe (1986, in Dubin, Eskey, 
and Grabe) alerts us to two Important issues in such a 
discussion :
1. How is the theory of reading translated into 
instructional practice?
2. How are the parts of the instructional practice 
balanced and integrated for the most effective 
results?
To translate the theory of reading into instructional 
practice, a more practical view of reading is necessary. 
Grabe (1986,in Dubin, Eskey, and Grabe) summarizes the 
areas of skill as follows:
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Reading, for instructional purposes, is the 
ability to recognize vocabulary and syntax 
automatically, the ability to read at a 
reasonably rapid rate, depending on the 
context, the ability to grasp the main idea 
and scan for a piece of information, and the 
ability to adjust rate and adapt strategies 
for careful analytic reading and critical 
evaluation. <p.45)
The first important requirement in translating 
theory into practice is concerned with the set of 
materials used in class. When surveying the materials 
used in a program, there are several issues that have to 
be considered.
The first issue is related to the compatibility of 
the materials to the syllabus. As Dubin and Olshtain
(1986) observe, when the materials and the syllabus both 
reflect new approaches and learner needs, compcitibility 
exists. Howeyer, the syllabus may be new, while the 
materials still exhibit earlier versions of the syllabus. 
This is an indicator of non-compatibility.
The second issue concerns the language skills 
covered by the materials. Recent trends in research 
adyocate an Integrated approach to skills in a program. 
As mentioned earlier in this chapter, all of the foui* 
language skills should be well integrated, and not treated 
separately.
The third issue is about the text types included in 
the materials. Dubin (1986, in Dubin, Eskey, and Grabe) 
directs attention to the emphasis placed on using natural 
materials in current methodology in L2 instruction. These
51
natural materials should be "examples of the target 
language as used by native speakej's for authentic, 
communicative goals." (Dubin, 1986, in Dubin, Eskey, and 
Grabe, p.l37) The text types can range from popular to 
academic reading.
Nuttall (1982) supports Dubin's view of using 
authentic texts and argues that "the reading skill is of 
no practical use unless it enables us to read texts we 
actually require for some authentic purpose" (p.21). She 
adds that students should be given the opportunity to 
practice with authentic texts. However, when a text is 
linguistically too difficult for students, it will not 
help to create Independent readers for the teacher’s 
constant Intervention will be required. At this point, 
simplification of text may be a solution, but it needs to 
be done very carefully. Too much simplification may 
result in the loss of some of the basic qualities of the 
original discourse. Thus, if unsimplified material for 
the level of the students cannot be found, removing the 
elements that are not on the level of the students can be 
a solution. The most important point to keep in mind, 
however, is that no matter how good the simplification is, 
something is always lost. Therefore, when simplification 
cannot be avoided, the textual quality and discourse 
structure of the original text should be retained as much 
as possible.
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Carrell (1967, in Devine, Carrell, and Eskey) 
emphasizes the views of de Beaugrande and Dressier related 
to the procedural approach in the study of a text. The 
emphasis is that the approach should be communicative and 
interactive. The crucial point in this kind of an 
approach is that a text is considered as the result of 
certain procedural operations human beings perform with 
it. Textuality is defined as "what makes a text unified, 
meaningful whole, rather than merely a string of 
sentences." (Carrell, 1987, in Devine, Carrel1, and Eskey, 
p.23)
When the process of reading is examined from the 
perspective of textuality, there are seven standards; 
cohesion, coherence, Intentionality, acceptability, 
informativity, situationality and intertextuality. 
According to de Beaugrande and Dressier (1981, in Devine, 
Carrell, and Eskey, 1987), cohesion concerns the 
connectivity among the surface elements of a text. The 
links between concepts appearing together in a textual 
world are not frequently activated by expressions in the 
surface structure of a text. Readers try to provide such 
relations as much as they can to make sense of a text. 
Coherence is a text-centered notion and it is "clearly not 
a feature of a text as an artifact, but rather as the 
outcome of cognitive processes by text users." (Carrell, 
1987, in Devine, Carrell, and Eskey, p.26) A text coheres
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Ihioijgh the interaction bet:woon tho knowledge presented by 
the text and the stored knowledge of the text user. 
Intentionality concerns the attitude of the text producer 
towards the goal of creating a cohesive, coherent text. 
The attitudes of producers and receivers are important in 
that they determine whether a potenlial text is a text. 
Acceptability is the attitude of the receiyer. The fifth 
standard of textuality is informativity, and concerns "the 
extent to which the content and/or form of the text is 
conceptually expected and predictable" (Carrel], 1987, in 
Deyine, Carrell, and Eskey, p.29). Situationality shows 
how relevant a text is to its situational setting. The 
seventh standard of textuality is intertextuality and it 
is this factor which enables the reader to comprehend the 
text depending on knowledge of and experience with other 
texts. Carrell concludes that any interactive approach to 
second language reading has to include these notions of 
textuality.
b) Instructional Practice: Balance and Integration of
Parts
Recalling the point made by Grabe, it is very 
important to see how the parts of instructional practice 
are balanced and integrated for the most effective 
results.
Concerning what is involved in instruction, Bel Ion 
and Handler (1982) note that:
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Instruction has been defined as a process 
which serves to translate the planned
curriculum into a set of actual learning 
experiences. The instructional process
includes important activities which take place 
before, during, and after the period of direct 
student involvement, (p.55)
The three stages in a leading class are Pre- 
reading, Reading, and Post-Reading.
1. Pre-Reading St<age
In this stage, the aim is to "introduce and arouse 
interest in the topic, to motivate leainers by giving a 
reason for reading, and to provide some language 
preparation for the text" (Williams, 1986, p.37).
To arouse the interest of the learners, previewing 
activities can be done. These activities inform the 
readers about the content of the text they are going to 
read. As Murdoch (198(>) suggests such activities 
stimulate discussion, inform the students of the subject 
of the text and make sure that they approach the text with 
certain expectations. Graves, Palmer and Furniss (1976) 
also emphasize the importance of previewing activities. 
Recalling Smith's description of the reading process in 
which comprehension depends both on what is in print and 
the reader's background knowledge, the reader's knowledge 
about the content of the text is of crucial importance. 
Thus, previewing activities perforin a very important and 
essential task— providing students with information which 
is directly related to the text they will read.
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Melendez and Pritchard (1985) emphasize the 
importance of developing a general cultural framework for 
reading comprehension. When students develop a geneial 
cultural familiarity with the target language, they will 
be able to understand the content of the reading 
selection.
Recalling the rationale for the importance of 
motiyation, pre-reading activities are also intended to 
get the students interested in the text by being aware of 
their purpose in reading. In other words, when students 
become aware of the purpose in reading, they are more 
motivated. Nuttall (1982) identifies the student’s first 
step in a reading task as defining the purpose in reading. 
She believes that when the student is aware of his purpose 
in reading, he can judge the relevance of a text more 
accurately and spare himself the time that otherwise might 
be wasted by unproductive reading.
Hedge (1987) also views motivation as a very 
important factor in successful reading development. A 
student’s Interest in the reading selection can help him 
overcome language difficulties that even the teacher would 
not have thought probable. The extent to which the reader 
is involved with the text determines the success of his 
comprehension of the text. Hedge (1987) believes that 
when a student finds the content of the reading selection 
interesting, he will be motivated and as a result be ’’more 
likely to work his way through a difficult text simply
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because he wants to know what it says" (p.39). The 
importance of motivation is also emphasized by Gebhard
(1987), who asserts that when students are interested in 
the material tliey are reading, their compreliension is 
greater·
A good strategy to arouse interest and motiyate 
students to read is put forth by Henry (1984). 
Questioning at the start of a text works particularly 
well. This technique has been used as a tool to improve 
comprehension for a very long time. The teacher can pose 
questions to direct students' attention to the most 
important parts. However, there seems to be a limitation 
with the teacher-questioning technique. The students may 
attempt to comprehend only what the questions ask for. 
Henry (1984) argues that "paradoxically, the very 
instrument designed to aid comprehension can, in fact, 
limit it" (p.29). Therefore, he suggests reader-initiated 
questioning. When questions are not imposed by others, 
readers comprehend more naturally. This type of 
questioning may be unfamiliar to the students. However, 
recalling the importance of being able to ask the right 
kind of questions rather than knowing the answers, the 
skill of questioning should be practised and refined. As 
students practise this skill, they will learn to ask more 
focused and more interesting questions. They will also 
learn that some questions are easy to answer, while others 
require more reading.
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The final step in the Pre-Reading stage is 
preparing the students for vocabularv, syntax and other 
language difficulties. Although motivation to read and 
interest in the reading selection are the strongest 
factors which lead to succesful reading. Hedge (1985) puts 
forth the need to judge the linguistic level of the 
students and its relation to the language level of the 
text. Thus, it becomes essential to prepare the students 
for the language level of the text they are going to read. 
At this stage, as Norris (1970) proposes, new or difficult 
vocabulary items and idioms can be presented. Moreover, 
additional sentences showing the meaning in context can be 
given from the reading selection. Similarly, new or 
difficult grammatical structures can be presented. 
Another strategy can be to explain items which may be 
culturally or technically unfamiliar. Teachers can also 
benefit from listening to students: they will have an 
understanding of their students' cultural assumptions and 
linguistic competence.
In summary, the purpose of the pre-reading 
activities is to create a readiness in the students for 
what they are going to read. Provided that their interest 
is aroused, that they are motivated and that they are 
ready to deal with the language of the text, they will be 
ready to proceed to the second stage of reading.
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2) Reading stage
The aims of this stage are to help the reader 
understand the purpose of the writer, the text structure 
and to clarify the text content (Williams, 1986). Given
the view of effective reading where the reader is an 
active text processor, the active participation of the 
reader is needed. Melendez and Pritchard (1985) emphasize 
the importance of the reader's active participation to 
enhance comprehension. A similar appioach to active 
participation of the reader is also expiessed by Casaneve
(1988) who believes that the reader, with an active mind, 
operates on and interacts with the text. Teacher- 
questions, questions adjacent to the text or reader- 
initiated questions all serve to engage the reader in such 
participation. This is particularly important from a 
schema-theoratlc perspective in that it encourages the 
activation of the background knowledge that the readers 
have, but cannot activate on their own.
There are several other types of activity which can 
be done at this stage. One is the traditional
comprehesion exercises at the end of the text. Another is 
to review the answers given to pre-text questions. Other 
kinds of while-reading work are completing maps, diagrams, 
and charts, making lists, and taking notes. Coursebooks 
generally have a variety of while-reading exercises. The 
teacher should evaluate the effect of these exercises and 
choose the ones that correspond to the purposes of reading.
At the advanced level reading, the text should be 
read silently or assigned to be read as homework. 
Zukowski/Faust (19S3) informs us that while reading, the 
students can be told to underline the parts of the reading 
(ontaining the answers. Students should also be reminded 
that if they find certain questions easy to answer, they 
are learning to work with certain skills and that they can 
become better at reading skills only through practice,
Sonka (19S1) notes that tl»e reading selections 
provide the students with extended reading practice once 
they have been familiarized with the content, vocabulary 
and organization of the text in the |)re-reading stage. 
Moreover, reading the text is the first step in getting 
ready to the communication activities which follow the 
reading selection,
3) Post-Reading Stage
As Williams (1986) notes, the aims of this stage 
are "to consolidate or reflect upon what has been read and 
to relate the text to the learners' own knowledge, 
interests, or views" (p.39). In other words, the post­
reading activities serve to promote the development of the 
higher level thinking skills of students. According to 
Melendez and Pritchard (1985), these skills can be 
practised through effective questioning. When students 
are in the process of thinking through their answers and 
defending them, they will be synthesizing the information
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and thus creating or expanding schemata that they can use 
in the future.
Effective questioning techniques include Yes/No, 
True/False, Wh- questions, making inferences and drawing 
conclusions, finding main ideas, open-ended questions, 
discussing and evaluating characters,Incidents, arguments, 
ideas, drawing comparisons and contrasts between the text 
and others, recognizing relationships of cause and effect, 
mapping, interpretive and application questions and 
matching. (Carrel1, Devine, and Eskey, 1986; Dubin, 
Eskey, and Grabe, 1986; Hillman, 1990; Melendez and 
Pritchard, 1985; Norris, 1970; Nuttall, 1982; Rosenthal 
and Rowland, 1986; Sonka, 1981; Williams, 1986; 
Zukowski/Faust 1983). This list is by no means exhaustive 
for the organization of the post-reading stage depends 
very much on the objectives of the program as a whole and 
of the lesson in particular.
The activities may be done in three stages. First, 
the students can answer the questions or work on the 
exercises Individually. Then, they can work in pairs or 
groups. Finally, they can discuss with the whole class.
Obviously, the three phases of the lesson need not 
be carried out mechanically in every lesson. Williams 
(1986) points out that the teacher can make modifications 
in the classroom procedures, depending on the motivation 
of the students and the difficulty of the reading 
selection. However, as Williams (1986) so aptly puts it:
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The advantage of the three phase approach is 
twofold. First it respects and makes use of 
the student's own knowledge of language and of 
the world and uses this as a basis for 
involvement, motivation, and progress.
Secondly the thi'ee phase approach leads to 
integration of skills in a cohei'ent manner, so 
that the. reading session is not simply 
isolated (p.40).
To sum up, research findings tell us that no one 
book is ideal for all students , nor is it for teachers. 
Provided that the books stimulate and broaden students' 
interest, Blatchford and Messec (in Hi 1İman,1990) assert 
that:
Control and support must come not only from 
the teachers who work with students and from 
the students themselves who strive to become 
responsible for their learning, (p.vi)
Thus, the responsibility of making the reading class
successful lies in the hands of both teachers and
students.
2.6 SUMMARY AND CONCLUSIONS
2.6.1 Summary
The research findings Inform us of the 
characteristics of an effective reading program as 
follows:
1. Goals: The curriculum should aim at the development
of the reading skills to create independent interested 
readers.
2. Operations: The factors that determine how well a 
reading program operates ai'e related to the skills 
taught, student and teacher behavior, attitudes of
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2.6.2 Conclusions: A Framework of Characteristics of An
Kffective Reading Program
As a result of the survey of factors mentioned 
above, there emerges a general framework of 
characteristics ef an effective reading program. As 
Bellon £ind Handler (19S2) believe, a set of key questions 
is very useful in analyzing the effectiveness of a 
program.
1. What is the goal of the reading program?
2. Is the philosophy underlying the pi'ogram compatible 
with this goal?
3. Which reading skills are taught?
4. Are the students conscious of their purpose in reading 
so that they can determine the appropriate approach to 
a reading task?
5. Can the students take responsibility for their 
learning?
6. Is extensive reading encouraged?
7. What are the responsibilities of the teachers?
S. What are the attitudes of the administrators towards 
the working of the program?
9. Do the instructional transactions show clear 
relationships to the attainment of the goals?
10. What is the allocation and use of learning time?
11. How is the theory of reading translated into 
instructional practice and what are the classroom
a d m i n i s t r a t o r s ,  and the ins t r u c t i o n a l  procedures.
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Having identified the characteristics of an
effective reading program, it was felt essential to 
collect data about the issues mentioned above. BelIon and 
Handler (19S2) assert that when |>lanning the operations 
analvsis, it is of crucial importance to plan an
appropriate combination of techniques to collect 
information. They emphasize the importance of "obtaining 
objective, factual data to reduce the likelihood of 
inaccurate or biased inferences" (p.98). Thus, to get the 
most objective data, it was decided to collect information 
from multiple sources of data, with the set of key 
questions as a guide.
p r o c e d u r e s ?
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CHAPTER 3 
METHODOLOGV
3.1 INTRODUCTION
As noted in Chaptei- 1, the concern of tliis thesis 
is to survey the characteristics of an effective reading 
program and to analyze the goals and operations of the 
the reading program at NEPAL, in the light of the 
framework of the characteristics identified by experts.
Recalling the characteristics of an effective 
reading program and the need for collecting objective data 
from multiple sources as summarized at the end of Chapter 
2, it was decided to use obtrusive and unobtrusive 
methods of data collection.
3.2 DEVELOPING RESEARCH INSTRUMENTS
In order to get an accurate picture of the reading 
reading program at NEPAL, questionnaires and interviews 
were chosen as data collection techniques. The data was 
to be collected in four phases;
1. Distributing questionnaires to students
2. Interviewing teachers and administrators
3. Obtaining existing curriculum documents
4. Reviewing instructional materials
3.2.1 The Quest i onnai re 
3.2.1. I Subj’ects
Before going into the natur e of the quest ioirnaire, 
it is appropriate to view the background to the study. 
The students, as noted in Chapter I, are advanced level 
students. The majority are Turkish, ages varying between 
16 and 23. The minorities are from Iran, Iraq, Palestine, 
Iordan, Greece, Syria, and Kuwait, There are usually 1 to 
5 foreign students in each class. The questionnaire was 
not designed with the foreign students in mind for 
experience has shown that these students are older and 
come with alieady developed and i'aii'ly good reading 
skills. The Turkish students are mostlv graduates of high 
schools where the medium of instiuction is English, 
French, or German. It is not unusual to find one or two 
fluent speakers in each class. These students have missed 
the proficiency test given at the beginning of the 
academic year to be exempt fiom NEPAL with one or two 
points. A few students are from state high schools where 
the medium of instruction is Turkish.
3.2.1.2 Content
The questionnaire was written in English. There is 
a combination of subjective and objective information. 
Some items are repeated to check the students' consistency 
and seriousness in answering questions. Non-native
speakers of English were expected to think of their first
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language, while the Turkish students were to answer the 
questions on the basis of Turkish. The aim was to collect 
as much data as possible for better analysis.
The questionnaire (see Appendix 1) was designed to 
gather information about the following issues:
1. Are the students aware of the skills they are 
learning?
2. How good do the students think they are with the
reading skills?
3. How good do the students think they are with the
yocabulary skills?
4. Is grammar an obstacle for the students in
comprehension?
5. Can reading be considered as a separate skill or are 
skills a combination of languiige abilities?
6. Is discussion a technique used by the teacher as a 
pre-reading activity?
7. Did the students learn reading skills at MEPAL and/or 
in high school?
8. Do the students think they have made progress at 
MEPAL?
9. Do the students think reading is important for 
academic success?
10. Do the students think extensive reading is important 
in becoming good readers?
11. Do the students think the instructional materials are 
i nteresting?
67
12. Do the students think of theinselves as good readers In 
linglish and/or in theij- first languages?
1?. k'liat are two characteristics of good readeis according 
to the students?
These questions were derived from the framework of 
characteiistics, in order to find out about the skills 
taught, students' consciousness of purpose in reading, and 
their responsibility for learning. The underlying 
assumption is that it is very important to determine 
student perco{>tions concerning the key as|)ects of the 
teaching/learning process. In effect, student responses 
responses can help clarify tlie current status of student 
involvement, progress and motivation,
3.2.1.3 Typologies of the questions
Tlie questionnaire consists of four parts. In Part A, 
the students are asked to rate the given sentences from 
one to five. One corresponds to never; two to rarely; 
three to sometimes; four to usually: and five to always. 
In Part B, there are statements wtiich the students can 
either accept (Yes) oi’ reject (No). Part C is in 
multiple-choice format and the students are asked to 
evaluate themselves in terms ol good reading abilities. 
Finally, in Pai’t D, the studetits aie asked to write two 
characteristics of good readers. Thus, this pajt is open- 
ended (see Appendix 1).
As mentioned earlier, the statements on the 
questionnaire werfc> developed £is a result of tlie literature
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survey in Chapter 2, an-J from model questionnaires 
designed by Farr (1970), Field (1988), Nuttall (1982), 
Paykoc (1985), and Yorkey (1970). Since the aim is to 
bring out information related to the issues mentioned in 
the framework of characteiisties, it is appropriate first 
to review which issued were intended to correlate with the 
statements on the questionnaire. The points of focus in 
the four parts of the questionnaire are as follows:
1. Reading ski 1 Is
2. Language skills
3. Motivation, interest, and Improvement
4. Extensive reading
5. Personal opinions about good and bad reading
A more detailed account of the correlation of the 
skills to the statements on the questionnaire is provided 
in the Appendices Section (see Appendix 2 and Appendix 3).
3.2.2 Interviews
3.2.2.1 Interviews with Teachers
The teachers were interviewed to find out about the 
goals and operations at MEPAL from tlieir perspective. It 
was felt that the teachers' point of view could shed light 
on the day-to-day workings of the curriculum. The 
interviews were open-ended (see Appendix 4), and conducted 
with the following questions in mind:
1. What are the goals of the program?
2. Is reading important for academic success?
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3. Does the program have an integrated skills approach?
4. Whal reading skills are taught?
5. Is the interactive model of reading employed in the 
program?
6. Are the instructional materials interesting and 
motivating?
7. What are the classroom procedures?
S, What is the role of the teacher?
9. Is extensive reading important: in developing reading
skills?
10. What chai'ac teri s I ics of students as good or bad 
readers can be observed?
11. What are the strengths and weaknesses of the 
instructional materials ?
3.2.2.2 Interviews with Administrators
The second source of information was to be the 
administrators. It was expected that they would also give 
valuable and objective inforniiition about the curriculum, 
during the interviews (see Appendix 5 ) . The Information 
was expected to clarify the following issues:
1. The goal of the reading program
2. The philosophy underlying the program
3. The attitudes of the administrators
4. The relationships of instructional transactions to the 
attainment of goals
5. Allocation and use of learning time
70
i.2. ) (’iu rlculuin Documents
in the analysis of the operations ¿rt MKPAL, it was 
felt that the questionnaiies and intf'vviews ¿is self-report 
techniques could be supplemented by written data sources 
Tire existing curriculum documents ate often lu*Jpful i rr 
operations airaiysis for they show liow the curriculum is 
plairned to be translated into artion. Thus, it was 
believed that a survey of the documents available at 
the Administration (se^ e Appendix 6) could give
invaluiible iirformat iorr concerning the following points:
1. The kinds of insl ruct ioira 1 mat(>irals
2. The allocation and use of learning time
3. The nature of instructioriirl transactions
4. Methods of teaching
3.2.4 I n s t rue t i o na 1 Ma t e r’ i a 1 s
The last source of data in finding out about the 
day-to-day activities associated with curriculum
implementation is a survey of the instructional materials. 
It is worth noting that the instructional materials play 
a major· role in bringing out any discrepancies which may 
exist between the formal, planned curriculum and the 
curriculum as taught via instructional materials. The 
questions that follow were used to survey the
i ns t rue t i ona1 ma t e r i a1s:
1. Are the stated first ruct iona 1 materials consistent with 
the goals?
2. What is thf> compat ibi I Ltv ol tiie matGrials to the 
syllabus?
1. Who are the materials intended for?
4. is there a variety ot materials?
5. What kinds of texts are there in the materials?
6. Are these texts interesting?
7. Do the instructional iniiterials reflect an Interactive 
copproach to reading?
H. Which reading skills are taught?
9. Do the instructional nuiterials reflect. af>propriate 
levels and types of learning?
9. How is the content organized?
10. What kinds of exercises are included in the materials? 
(The list of instructional materials is provided in 
Appendix 7).
3.3 DATA COLLECTION
3.3.1 Application of the Ouestionnaire
To distribute the questionnair(', it was necessary 
to fix certain dates with the teachers in advance. The 
questionnaire was administered to six classes with a total 
of 185 students. The teachers were very cooperative and 
spared fifteen minutes of class time for the administering 
of the questionnaire. Two classes were scheduled for one 
day. Thus, the questionnaire wiis administered in three 
days.
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DAY 1
The first day the students were told about the 
purpose of the questionnaire and were aske^ d to fill in the 
quest i onniiire carefully. They were informed that the 
results of the data would be used for the development of 
the reading program the next year. The aim was to get 
them to answer the questions with a critical mind so that 
the results would reflect the true status of their 
reading skills and issues related to classroom procedures. 
To be able to distinguish one paper from another, the 
students were told to put their initials on the top left 
corner and the class number on the top right corner to 
avoid any confusion in the analysis stage.
The students did not get a detailed explanation of 
the different parts of the questionnaire as a warm-up, 
only a brief discussion was held to introduce them to the 
topic. The students asked questions related to some of 
the vocabulary in the questionnaire. Surprisingly, some of 
them did not know words like "word-formations'* or 
"synonyms". The choice of the words on the questionnaire 
was thought out carefully, with the deliberate addition of 
some technical words, to test the awareness of the 
students on what they are doing. Students also asked 
questions on question 1, in Part B, which did not seem 
clear to them. A state high school meant one which is not 
English-medium. This question was added with a view to 
separating the students who come from English-medium high
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scliools for they are xisualty belter readers and their
tanguage skills are considerably better than the students
from state high schools.
DAY 2
The second day, the questionnnaire was administered 
to two more classes. This time, a more detailed
expl^ination of the instructions and a longer discussion 
period were provided. As a result, the students asked 
fewer questloirs related to content. A few students
realized that there were repetitious statements. The 
students were given an explanation on question I, Part B 
this time. Furthermore, they were asked to write their 
names and the schools they gi\acluated from on the back 
of the questionnaire, together with the language of 
instruction in high school.
DAY 3
The third day, the questionnaire was administered 
to the last two classes. As one of the teachers had 
informed her class about the questionnaire, the students 
seemed to anticipate the experience with enthusiasm. In 
this clfiss, the discussion period was much longer than 
the first two days, together with the dlscusssion of the 
key concepts in the questionnaire. Most of the students 
contributed to the discussion. Tliere was also a chance 
of learning about the background of the students in 
tills discussion period. All the vocabulary and types of
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f|ue.slions sof'med to be clear to the students: 
therefore, there did not eiiiei t^e an\’ need for further 
explanation. This time, all thc^  in.st ru< t i on.s and 
explanations seemed to he adecpiate.
3 . 3 . 2  Interviews with Teachers
The teachers were interviewed once. The Interviews 
were scheduled after the distribution of the questionnaire. 
The aim was to liave a brief ovorvi('W of the data collected 
in each class. Given their busy sctiedule, it was necessary 
to fix dates with the teachers in advance. The six 
interviews were held in the teachers' lounge, an hour and 
a half before class time, one fU'r day over a period of six 
days.
PHASE I
The teachers were first asked about their 
background, years of experience in teaching and whether 
they had any special training in the teaching of 
reading skills. The majority have a BA degree in English 
Language and Literature, and their experience in teaching 
EEL varies from five to ten years at various institutions, 
METU included. All of them have training in the teaching 
of reading skills.
Then. the teachers were asked to give brief 
information about each stud<urt who was present in the 
administering of the que.stionnaire. The students were 
classified as good, average oi poor readers by the
teachers and the data collected was looked at in a raw 
form. This was very beneficial for it provided an 
opportunity to check whether the students had done the 
questionnaire with care and attention, before the analysis 
of the data. Moreover, while getting background 
information about the students, two import£int 
characteristics of students were observed. which 
contributed to the analysis of data.
PHASK 2
At this stage, the teacliers were asked to state 
their opinions related to the goals and opeiations of the 
reading program at NEPAL. It should be noted that the 
teachers were very cooperatiye and prov'ided invaluable 
information.
The teachers stated that tlie goal of the reading 
program was the development of interpietation skills in 
reading. Engaging in bottoin-up decoding was sometimes 
necessary with the slow readers. The good readers, on the 
other hand, employed the top-down mode of text-processing. 
Thus, the interactiye approach was followed as classroom 
procedure.
The instructional materials did not seem to be 
interesting for the students. One reason could be that 
some topics were too detailed. Another reason was that 
students were not motivated by the topics that were 
recycled. The fact that the texts had a heavy load of 
unnecessary yocabulary also had a considerable effect on
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t ho students’ motivation. Ttie most serious problem seemed 
to be with one of the books in th(‘ second semester. The 
level of the book was too difficult for the students. 
The reason was that the proficiency exam was given a 
second time at the end of the first semester, and the 
bright students had moved to the freshman year. As a 
result, the average students that stayed in MEPAL found 
the book too difficult. Natuially, this had an 
undesirable effect on the motivation of the students.
As for classroom procedures, the teachers stated 
that the lesson proceeded in three phases: pre-reading, 
reading, and post-reading. All of them emphasized the 
importance of background information to be provided in the 
pre-reading stage. The discussion periods continued as 
long as the students were willing to talk. Problems 
occurred, however, because of time constraints. When the 
teachers felt that they had to catch up with the program, 
time had to be taken from the discussion phase of the 
lesson. Omitting any part of the text or the exercises 
did not seem to be a good solution for everything that is 
taight is tested. Some teachers felt that they were 
becoming more and more test-oriented, thereby losing their 
initiative and decision-making power as a teacher.
To increase motiviition, the teachers brought 
authentic materials to class to be used as warm-up and 
follow-up. The teachers stated that the students, 
unfortunately did not respond to such attempts to Increase
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motivation. The video classes were boring as well. The 
films shown outside of class did not prove to be a good 
solution, either, for very few students attended these 
film shows. After a certain time, these shows had to be 
cancel led.
Concerning the reading skills taught, the emphasis 
was on comprehension, in other words, getting at meaning. 
Skimming and scanning, finding the main idea, anticipating 
the content, distinguishing cause and effect 
relationships, recognizing organization and structure, 
critical reading and v’ocabulary skills were also
emphasized. However, as the teachers observed, the 
students were having difficulty in applying these skills, 
despite continuous classroom practice.
The teachers also observed a common attitude among 
students: the students thought that they only needed 
knowledge required for their individual departments. They 
were not really aware of their personal and professional 
goals.
To conclude, information concerning the goals and 
operations of the reading program at NEPAL from the 
teachers* perspective was collected during the interviews 
with teachers.
3.3.3 Interviews with Administrators
Having gathered information about the goals and 
operations at NEPAL from the students' and teachers'
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r>erspGct; ive, the next step was interviewing the 
administrators to learn about theii' perspective. At this 
stage, three administrators were interviewed: the Director 
of the School of Foreign Languages, the Chairperson, and 
tlie Coordinator of the A-group, During the first part 
of the interviews (see Appendix 5), information about 
their background was collected to be able to create a 
clearer picture of their experience in the field of
foreign language teaching. In the second part of the
interviews (see Appendix 5). information lelated to the 
goals and operations was collected.
Phase 1: Background of the Administrators
1. Director
The Director has been a member of the School of 
Foreign Languages, Department of Basic English since 1975 
and he has been the Director since 1986. He has a BA 
degree in English Language and l.iterature. It was noted 
that he had training in reading during his two-year
teaching experience at Aramco, Saudi Arabia. He believes 
that reading is the most Important skill for academic
success and attends seminars, lectures and workshops 
when possible.
2. Chairperson
The Chairperson has a BA degree in International 
Relations and Public Administration, She has a two-year
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testing experience and has been the Chairperson since 
1986. Wliereas the Director is conceined with channels of 
coinmnn icat ion within the departjnent and university, the 
authoi'itv to consult regarding atademic affaiis in tlie 
department is the Chairperson.
3. Coordinator
The Coordinator of the A-group is a native speakei· 
of English, with a BA degree in British Literature and 
European History, an MA degree in applied linguistics and 
is currently working on her doctorate degree. She has a 
teaching experience of 15 years, most of it being in the 
advanced group. She has worked as a tester for the A- 
group before she became the coordinator two years ago. Her 
knowledge in reading is the result of courses taken dui'ing 
her MA and Ph.d; she also gives seminars for the RSA 
program at the Department and attends seminars and 
conferences abroad and in Turkey,
Phase 2: Issues related to Goals and Operations
The Director, Chairperson, and Coordinator stated 
that the goal was the refinement of the reading skills 
that the students had already acquired but were having 
difficulty in .applying. The Director expressed his 
concern at the lack of adequate training in secondary 
education. Even the students from well-known private 
schools were poor in their reading habits. He st.ated that 
the aim is to bring these stud(ints up to a level which
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will ('паЫе them to follow their f'lasses in ¿»n Kngllsh- 
niediuni iinlv’ei'.si ty by woi'king with them to refine theii' 
skills and supplying what is missing. He concluded by 
saying that reading was not taught as a separate skill, 
but that they followed an integrated curriculum. The model 
used in the teaching of reading was reported to be the 
into rac t i ve modeI.
The Chairperson stated that the goal of the reading 
piogram at MEPAL is to teach the students the necessary 
skills which will be requiied at the university. These 
are not basic skills, but acad<>mi( skills tiuit they have 
alreadv acquired. She mentioned that reading was a very 
important pitrt of the curriculum and was applied to 
leiirning in all areas of the curriculum. Moreover, the 
interactive model is employed in the development of the 
reading skills.
The Coordinator emphasized the importance of 
reading as being an interactive component of the 
curriculum. .She also mentioned that the aim of the 
curriculum was to develop the reading skills most 
effectively. This was to be facilitated by teaching 
academic English through the interactive model.
The administrators could account for certain 
piogram constraints and mentioned the lack of motivation 
resulting from the shift of the bright students to the 
freshman year·. Information concerning the allocation and 
use of learning time was provided b\' the Coordinator (see 
Appendix 0).
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In summary, information about tho goals and operations 
from the administrators’ perspective was collected 
during the interviews with the Director, Chairperson and 
Coordinator.
3.1.4 Currriculum Documents and Instructional Materials
The person to consult to obtain the existing
curriculum documents was the Coordinator. She provided 
copies of the documents wirich are montlily syllabi (see 
Appendix 6). These documents inform the teachers of what 
they will do per lesson each month, and the days of the 
mid-term exams. These "programs" as they are called, are 
distributed monthly. If tc-achers lee] that they cannot 
catch up with the program, they can notify the
Coordinator, in which case modifications can be made.
The Coordinator also provided a list of 
instructional materials. This list contains the names and 
authors of the books for the 1089-1990 academic year (see 
Appendix 7).
3.4 SUMMARY
To conclude, the? data collected from students, 
teachers, and administiatois was added to the data 
obtained from the existing curriculum documents and list 
of instructional materials to achieve objectivity. It was 
believed that the use of both obtrusive and unobtrusive 
methods of data collection would provide adequate data to 
be analyzed in assessing the effectiveness of the re.ading 
program at MEPAL.
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CHAPTKR 4 
DATA ANALYSTS
4.1 INTRODUCTION
As mentioned In Chapter i , to see whether the 
reading program at NEPAL is effective or not. data were 
collected from multiple sources. with a set of key 
questions as the guiding f¿ıctoI·. This chapter reveals the 
results of the data collected and analyzed to provide 
answei's to the set of key questions.
4.2 QUESTIONNAIRE 
4.2.1 Procedure
First of all, the student responses were converted 
into percentages for each class and the percentages were 
added to get the total. These percentages were analyzed in 
relation to reading skills, language skills, instructional 
procedures, background of students, extensiye reading, and 
qualification as good or bad readers. Secondly, questions 
from Part A, B, and C were analyzed in relation to one 
another. Finally, Part D, the open-ended part concerning 
the characteristics of good readers as expressed by the 
students, was analyzed for content. At each stage of the
analysis, in the light of the results of data, the answers 
to the guiding questions were sought in order to determine 
the extent to which the existing situation from the 
students’ perspective meets the lequii’ements of an 
effective reading program.
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4.2.2 Analysis of PGrcentagos
The first group of skills to be deterniinfid from the 
questionnaire was the reading skills such as pieviewing, 
skimming and scanning, main ideas, cause and effect 
r(> 1 at ionshi p, fact and opinion. bottom-up decoding, 
ad.justing technique and speed (see Appendix 3). T¿^ ble 1 
shows the percentages of students who responded to e£ich 
skill at the level indicated, the le\els being one foi 
never, two for rijrelv, three for sometimes, four for 
usually, and five for always.
Table 1. Percentage of student responses in relation to 
reading skills
Never Alway
Reading
Skills
.1.. ... 2.....
Rating 
...3 . . ’4... 5..
Previewing 6.10 15.42 26.26 36.68 15.51
Skimming/
Scanning 0.75 2.30 16.19 43.64 36.33
Main Ideas 0.79 7.58 16.76 42.73 31.38
Cause/Ef feet 0.72 3.14 16.72 55.95 23.45
Fact/Opinion 1.59 6.26 17.22 37.1 0 21.14
Bottom-up
decoding 5.88 29.89 28.65 30.11 5.45
Top-down
decoding 3.95 4.79 26. 1 3 38.43 25.96
Adjust ing 
technique 0 8.58 34.92 37.37 19.28
Adjust i ng 
speed 0.79 8.62 22.97 41.70 25.90
S4
I ho tahlo shows t lio hii^ iiost" porcontri54o for 
pi'oviowing under 4. The assumption is that students 
beiieve they can usually do previewing to anticipate the 
content. Similarly, they tliink they can usually skim and 
scan when they want to find specific information in the 
text. The categories of detecting cause and effect 
relationships and distinguishing between fact and opinion 
also reve£il "usually" as the highest percentage. However, 
for the bottom-up decoding skill, the percentages of 2, 3, 
and 4 are very close. Taken together, it adds up to a 
total of 88.65, which means that students think they 
rarely, sometimes and usually read word by word in an 
English text to get to meaning. The higtiest percentage for 
top-down decoding is under 4. This shows that students do 
not feel the need to know every word in an English text. 
Thus, from this part of the study, it can be inferred that 
students engage both in bottom-up and top-down decoding. 
The table also reveals the "usually" category as the 
highest percentage for adj'usting technique and speed. The 
students think that they can usually adjust their reading 
strategies and reading speed for different kinds of texts. 
In addition, 95% of the students believe that reading is 
important for academic success. Thus, it can be inferred 
that the students in the reading program at MEPAL are 
aware of the reading skills they are learning.
The second analysis concerns the language skills. 
The following table shows the percentage of student
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ro.sponses in relation to language s kills.
Table 2. Hercentage of student responses in 
language skills
I'elation
Never Always
Language 
s k i i 1 s .1..... ”2 '.
Rat ing
.... 3 ” .................. ' 4 ' 5
Word
format ions 0.87 5.62 34.51 41.64 16.62
Synonyms/
Antonyms
1.63 6.10 36.48 47.09 8.68
Contextual
guessing 0 1.60 16.50 45.03 36.85
Grammar 17.53 48.79 15.58 10.86 7.22
As Table 2 shows, students ccin usually recognize 
word formations, as well as synonyms and antonyms. In 
addition, when they do not know the meaning of a word, 
they can usually try to guess it from context. Concerning 
grammar, students rarely believe that they need to learn 
more to understand what they read. As a result, the 
following conclusions can be reached: students usually 
think that they are good with the vocabulary skills, and 
they do not think of grammar as an obstacle in 
comprehension.
The third analysis is related to the instructional 
issues. Table 3 lists the percentages of student
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responses in reliit ion to instrm 11 onal issues viewed from 
the students' perspective.
Table 3. Percentage of student responses in relation to 
instructional issues
Never Always
Instructional
issues
Rating
1 2 3 4 5
Interest in 
ma t e rials 17.23 37.92 35.37 7.91 1.55
Discussion in 
pre-read ing 2.20 13.20 25.50 31.76 27.31
Integration ol 
language skills 34.03 20.42 25.84 10.92 7.18
As can be seen from Table ■3, the highest
percentage of students who find the materials interesting 
is under 2. It means that students rarely rarely think 
the materials read in class aie interesting. Another 
surprising percentage comes from the student
I'esponses to whether they see modern movies and taped 
TV programs in class (see Appendix 1, Question 4, Part 
B). While 47.75 per cent of the students were of the 
opinion that they did, as opposed to 52.25% who thought 
they did not. This division of opinion throws serious 
doubt on the accuracy of the answer. However, it
suggests that the students are not involved enough 
to know about instructional materials. Thus, it is
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apparent that there is a problem with interest and 
mot ivat ion.
The question regarding the cause of this problem 
may be answered by looking at the I'esults of the 
discussion factor in the pre-readit»g stage. Concerning 
the frequency of the discussion peiiods before starting to 
read a text, the highest percentage reported is under 4. 
This means that students think discussion is a technique 
usually employed by the te£icher. If this is true, then 
the students should he motivated to read. RecaJling the 
rationale for activating backgound information in the 
discussion period, we are led to believe that the reason 
for the lack of motivation may lie with the instructional 
materials.
Concerning the integi’ation of language skills, it 
was reported that the students did not read only in their 
reading class but in other classes as well. This means 
that students are involved in leading in all classes. The 
fact that reading is not treated as a separate skill leads 
to the conclusion that the curriculum has an integrated 
skills approach.
The fourth analysis concerns the background of the 
students. According to the data results, 3.S.71% of the 
students were reported to be fiom state high schools, in 
contrast to 61.29% who are from private schools where the 
medium of instruction is English, French, German or 
Arabic. In addition, 47.05% of the students said they
ss
lenrnod reading skills in higli school as opposed to 
52.95% who did not. The implication is that students may 
liave learned reading skills in high school, at MFPAL, 
or both in high school and at MEPAL. At this point, it 
is interesting to note the percentage of students who 
think they have made progress at the reading program 
at NEPAL. The percentage of the students who believe 
that their reading abilitv has improved in this program 
is 67.12. Thus, although the role of their 
background in relation to promoting reading skills is not 
totally clear, it is appaient that nearly 70% of the 
students believe in the effectiveness of the program in 
teims of progress.
The fifth analysis is related to extensive 
reading. The analysis of Question 8, Part B of the 
questionnaire (see Appendix 1), reve.als the percentage of 
tlie students who think that extensive reading is very 
important as 95.32. However, when asked whether they 
read magazines, books and newspapers in English (see 
Appendix 1, Part B, Question 6), 50.80% of the classes 
reported that they did, while A9.19% did not.
When analyzing extensive reading, it is also 
necessai'y to take a look at the amount of reading that the 
students do in LI and in English to be able to reach 
conclusions about students as good or bad readers. 
Recalling the Importance of extensive reading in becoming 
good readers, it is expected that students at NEPAL
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I'pacl oxt:(?n.siVO I y in Kngli.sh. Howc-vor, th© data prosentod 
in Table 4 reveals a contradiction to this expectation. 
The liighest percentage given in the table is 61.67. This 
percentage pertains to students who read a lot in LI but 
not much in English.
Pable 4. Percentages of student responses in I'elation to 
amount of reading
Amount of Reading
A lot in LI and English
A lot in LI but not much 
in English
A lot in English but not 
much in Turkish
Not much in any language
Percentage
S. 46
61 .67
7.19
21.79
Thus, it becomes apparent thiit students believe 
extensive reading is important but they do not read 
extensively in English.
The last analysis is concerned with the
qualification as good oi- bad i-eadei’s from the 
students* perspective. The percentage of students who 
think of themselves as good readers in LI is 82.82, 
whereas the percentage of those who do not is 16.30. 
The situation seems to be reversed when reading in 
English is the issue. Then, the percentage of
good readers drops sharply to 27.28. This means an
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increase in the percentage of students who think they are 
had readers in English, which is
4.2. ) Analysis of Part A, B, and C
To check the consistency ol student response's 
sf^ veral questions from Part A, B, and C were analyzed 
in terms of related questions.
TJ»e first analysis is between Part A and B. The 
lelated issues are grammar, discussion and vocabulary. 
Table 7 gives the corresponding percentages.
1'he second analysis is bed ween Part B and C. The 
aim is to bring out tlie correlation between theory and 
practice as regards extensive icading. Table 6 gives 
the corresponding percentages.
'I'he final analysis is between Part C and A. 
Such an analysis is expected to shed light on the 
relation between reading strategies and speed, and 
students' opinions of themselves as good or bad readers. 
Table 7 gives the corresponding peicentages.
4.2.3.1 Part A and B
Table 5 shows the percentage of the students who 
responded to various related items at the indicated level, 
the levels being one for never, tv>)o for rarely, three foi' 
sometimes, four for usually, and five for always in Part
A. Iti Part B, the students were c'xpected to give a YES or 
NO answei'.
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I’a b 1 G 5 . Percentage of student responses 
with possible answers from Part
Never
from Part A 
B
Always
Related 
Quest ions
..YES/
NO
1 2
Rating
3 4 5
A9-B9 V 10. S3 46.66 36.48 4.16 1.85
N 17.57 51.36 27.66 2.20 1 . 19
A14-B9 Y 10 35.92 16.85 19.16 18.05
N 20.07 55.20 13.77 8.14 0.92
A12-B10 Y 0 9.12 25.34 27.40 21.49
N 5.55 13.88 19.44 22.22 38.88
A16-B11 Y 5.55 8.33 52,77 11.11 5.55
N 3.46 4.39 22.79 40.82 27.69
A17-B11 Y 0 5.55 25 16.66 30.55
N 0 0.S7 14.84 49.96 37.31
Questions A9 and B9 are related to grammar. The 
highest percentage of the students who have said YES to B9 
are those who rarely believe that the best way to improve 
their reading ability is to improve their grammar. When 
ainalyzed in relation to A9, it appears that these students 
also rarely think the giamniar of a text is too difficult. 
The same group of students also believe that they rarely 
need to learn more grammar to understand what they read. 
It appears, then, that students do not think grammar 
is the best way to improve their reading ability.
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Table 5. Percentage of student responses from Part A
with possible answers fiom Part B
Never Always
Related
Rating
Quest ions
1 2 3 4 5
YES/..
NO
A9-B9 V 10.83 46.66 36.48 4.16 1.85
N 17.57 51.36 27.66 2.20 1. 19
A14-B9 V 10 35.92 16.85 19.16 18.05
N 20.67 55.20 13.77 8.14 0.92
A12-B10 Y 0 9.12 25.34 27.40 21.49
N 5.55 13.88 19.44 22.22 38.88
A16-B11 Y 5.55 8.33 52.77 11.11 5.55
N 3.46 4.39 22.79 40.82 27.69
A17-B11 Y 0 5.55 25 16.66 30.55
N 0 0.87 14.84 49.96 37.31
Questions A9 and B9 are related to grammar. The 
highest percentage of the students who hav'e said YES to B9 
are those who rarely believe that the best way to improve 
their reading ability is to impiove their grammar. When 
analyzed in relation to A9, it appears that these students 
also rarely think the giammar of a text is too difficult. 
The same group of students also believe that they rarely 
need to learn more grammar to understand what they read. 
It appears, then, that students do not think grammar 
Is the best way to improve their reading ability.
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Ouestions Λ12 and DIO are related to discussion in 
the pre-reading stage. The percentage of students who have 
liave said YES to BIO are those that say they usually have 
a discussion period before starting to read a text. An 
analysis of this question in relation to A12 informs us 
that tliese students read more confidently when there 
is a class discussion. It can be concluded that 
students usually engage in discussion at the 
beginning of the reading lesson as a pre-reading 
activi ty.
Questions ΛΤ6 and Dll are concerned with student 
behavior in relation to vocabulaiy. As can be seen from 
Table 5, when there are words with meanings students do 
not know, they usually do not look up eyery word in the 
dictionary while they are reading. Given the highest 
percentage for Yes answers under 3, it means that students 
think it sometimes does not matter if they do not know 
every word. It appears, then, that students usually do 
not refer to the dictionary for each unknown word, 
although sometimes they may be worried about not knowing 
these words.
Questions A17 and Bll are also reliited to 
vocabulary. This time, student behayior concerning 
contextual guessing is analyzed. As the table shows, when 
students do not know the meaning of a word, they always 
try to guess it from context. Moreover, these students 
usually do not refer to the dictionary for each unknown 
word while they are reading.
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4.2.3.2 Part B and C
The ioJlowing table shows the percentages of 
student responses in Part B and C in relation to each 
other.
Table (>. Percentage of student responses from •^¿irt B with 
possible answers from Part C
Related 
Ouest ions
BS-C3
B6-C3
A
9
19.46
Choices
B D
60.99 7.51
56.19 8.01
21.60
16.32
Recalling the 95.32 percent of students who think 
extensive reading is important, it is expected that 
students practice extensive reading. However, as the 
table shows clearly, the highest percentage is for choice
B. This means that, although students believe in the 
importance of extensive reading, they read a lot in 
Turkish but not much in English. This assumption is 
confirmed by the I’esults of responses to question B6. The 
evidence suggests that students do not read magazines, 
books and newspapers in English, although they may in 
Turkish.
4.2.3.3 Part C and A
The table below shows the percentages of student 
responses in Part C and A in relation to each other.
Tab IO 7, Percentage of student responses from Part C with
possible answers from Pait A
K e J il t ed 
Ouest ions
Rat i ng
A10-C2a 0 22.22 16.86 23.83 41.11
All-C2a 0 8.33 26.46 21 .22 42.65
A1 -C’2a 8.33 25.36 31.43 24,16 33.33
The students who have chosen Choice A from Part C 
think that they are good readers in English. When 
analyzed In relation to question AlO, the highest 
percentage is under 5. This means that the students who 
think of themselves as good readers can alwavs change 
their reading speed for different kinds of texts. This 
relation is an indicator of consistency. Furthermore, by 
analyzing the same question from Part C with All, it can 
be seen that the students who think of themselves as good 
readers can adjust their reading strategies to the kind of 
text they are reading. These two qualities, adjusting 
speed and stiategies are, in effect, two characteristics 
of good readers. However, analyzing the same question for 
Part C with A1, the findings are contradictory. The good 
readers always read every word in an English text to get 
to meaning. This does not correlate to a characteristic 
of good readers. A possible reason for this may be that
students did not understand what is meant by "reading
evei'V word". Anottier possibility is that tliey may have
associated "reading every word" witti "reading carefuliv".
4.2.4 (diaracteri sties of Good Headers
The o|)en-ended pai t of t lie questionnaire reveals 
interesting results. The table below shows the 
characteristics of good readers as expressed by the 
stud(*nts, and the corresponding p<‘i <; entages.
Table S. Percentages of student responses in relation to 
characteristics of good reiiders
Characteristics identified
Finding Main idea 
Guessing from context 
Getting to meaning of text 
Background Knowledge 
Knowledge of grammar 
Knowledge of vocabulary 
Rapid Reading 
Critical reading 
Skimming and scanning 
Summarizing
Not using a dictionary 
Purpose for reading 
Appropriate techniques 
Reading for information 
Fxtensive reading
Percentage
14.17
13.76 
29.22 
4.77 
1 .63 
4,81 
18,21 
12.83 
10.05 
2.38 
9,22 
4.34 
10.66 
2.93 
29.44
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The stuck'nt.s think that (^ ood ı·e¿lidor.s are those wlu) 
read extensively. Tliey alsf) think IJial good reacters can 
get to meaning. Thus, two of the most important
cliarac ter i st ics of good leaders from the students'
|)erspertive appear to be extensive reading and getting to 
meaning of a text. In addition, ia[)id leading rates 
second, followed by finding the main idea, guessing from 
context , critical reading, ¿ippropriate leading techniques, 
and skimming and scanning.
Apart from the broad categories tliat the students 
identified as c liaract erist ics of good leaders, theie were 
minor categories concerning concentration, reading aloud, 
finding time to read, choosing topics that fire lequired by 
departments, and speaking well. It is interesting to note 
tliat l \  . 1 2 % of the students thougtit concentration was an 
important factor. As these do not correlate with the 
categoi'ies identified in the literature suivey, they are 
not included within the scope of tin's study. However, it 
is believed that these seemingly minor points sliould be 
investigated in the future for tliey mгıv bring solutions to 
the reading problems of some students at MFPAL.
4.3 INTERVIEWS WITH TEACHERS
All of the teachers gave a similar description of 
the goal of the? reading piogram: to imiirove reading skills 
in order to bring students up to a standard by which they
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will be able to follow lectures, read related literature 
in class and on theii' own. Moreover, it was reported 
that they believed in the importance of reading for 
academic success. It was also leported that the 
piogiaiii luad an integrated skills approach. Thus, it can 
be coiuluded th¿ît the gtual is in line with the literature 
survey.
As mentioned in Chapter 1, p.76, while getting
l)a(kground information about the students, three 
important cliaracterist ics of students were observed. 
First of all, the good readers did not seem to pay 
attention to what is done in class. Secondly, the 
aveiage readers were trying hard, but the level of 
instruction was too difficult for them. Lastly, the 
poor readers were of two kinds: those that try hard £ind 
achieve nothing and those that had given up hope and were 
not in the least trying to improve their reading skills.
The teachers agreed that reading is a matter of 
motivation. Recalling the lack of motivation in the 
second semester, it was inferred that the reasons 
were closely related to the instructional materials.
The teachers were in agreement concerning the 
reading skills and the interactiye model of reading 
employed in the teachlirg of the reading skills. These
findings correlate to the framework of characteristics of 
an effectiye reading program. However, due to program 
const raints, the time £rl lotted to the discussion pt‘riod to
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acti\atf' the .student.s’ schema was sometimes not 
sufficient. In this regard, theory and practice did not 
seem comi)atible.
Ttie teachers believed tliat omi of tlieir roles 
should be confidence building. One effective strategy 
was ex|)osing the students to authentic materials by means 
of suppl ementar\· materials brought to class by the 
teachers. The teachers also felt that the students should 
lia\e confidence in the goal and objectives, which are 
the reasons for their being in the i)rogram. Moreover, 
there should be congruence between personal and 
professional goals.
It was observed that the teachers were aware of 
individual I'eading problems of students. As mentioned in 
(Chapter 3, p.7S, Informcation about each student in terms 
of I’eading skills was collected. This shows that the 
teachers knew about the reading abilities of their 
students.
Furthermore, the teachers felt responsible for 
developing the language proficiency of their students. 
They provided supplementarv' practice in grammar and 
vocabulary when they felt the materials were inadequate. 
Thus, they were aware of the role of language instruction 
in reading instruction, and handled problems accordingly.
A general agreement among the teachers was related 
to student behavior. The teachers resented the fact that 
students in general exhibited a very ignorant attitude in
99
their approach to study skills. They did not seem to be 
independent in their approach. On the contrary, they 
expected others to do the work that was, in effect, within 
their own responsibility. Some of tfie students were not 
even aware of the facilities of the library. Thus, the 
students, in general, were not able to plan, monitor, and 
evaluate their learning. In view of such a negative 
factor, it is evident that tlie teachers will encounter 
difficulties in monitoring effective strategies in the 
teaching/learning process.
Recalling the fact that students were not 
interested in the materials assigned as outside reading 
and did not read extensively, it can be infei'red that
students do not take responsibility for their own
learning. This is further confirmed by the fact that 
students exhibited the same attitude although teachers 
emphasized extensive reading as the most efficient way 
of becoming better readers, and brought a variety of 
materials to supplement the ones assigned. The indifferent 
attitude of the students left the teachei's in a
contradictory situation: tlie students were
complaining about their lack of motivation, but were not 
cooperating with the teachers to solve their problem.
4.4 INTFRVIKWS WITH ADMINISTRATORS
The administrators were well-informed about the 
working of the program. They could give adequate
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information about the syllabus, teaching procedures and 
the teaching staff. Furthermore, they could account for 
(ertain program constraints and weie open to any 
'^ '^ •gsestions related to the development of the program.
The results of the inteivlews with the 
administrators reveal two important points about the 
reading program in relation to the curriculum. Firstly, 
the curriculum at MEPAL does not aim at teaching 
language skills separately. In other words, there is not 
a rigid division of skills. The implication is that 
reading is in interaction with the other skills, thus an 
integrated approach to the teaching of reading. 
Furthermore, the interactive model is used in the teaching 
of the reading skills. The implication here is that 
reading is conceived of as an interaction between the 
reader and text.
From the above findings. It can be concluded that 
the goal of the reading program at MEPAL is very much in 
line with what the experts advocate following the current 
research in the field of teaching reading in a foreign 
language. The philosophy underlying the program has also 
been found compatible with the goals. Moreover, it has 
been observed that the administrators are involved in the 
development of the program and have a positive attitude 
towards the working of the program.
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4.'·) CIJRRICIII,(JM DOCUMRNTS AND [NSTRUCTlONAL MATRRfAl.S
4.5.1 Analysis of Data
The monthly syllabi (see Appendix 6) wore surveyed 
in t €'rms of comprehesi veness, rlarity and importance. 
The allocation of time is clciarly laid out in these 
programs. Thus, tlie cuiriculum guides facilitate the 
working of the day-to-day instruction b\' giving the 
daily, weekly, and monthl\ allocation and use of 
learning time.
The instiuctional materials were examined closely 
in terms of aims, approach and content. There are 6 
coursebooks and 4 kinds of supplementarv materials. 
Below are the findings following this analysis.
4.5.1 .1 I.ongman First Certificate and Longman Advanced
English
As expressed l)y tl)e writer, Li>]lS!>1^0____t’irst
i’^ íLiXiG^te has been wiitten for those students who have 
completed an intermediate course and whose aim is to reach 
tl>e level of the Cambridge First Certificate. Among its 
aims are to give pi'actice in all four language skills and 
to provide vai’iety and interest in content. The book 
consists of a coursebook, teacher's guide, practice exams, 
a second book of practice exams, key for the practice 
exams, and three sets of cassettes.
Concerning its syllabus. the course has been 
constructed on three cvcles-structural, thematic and
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''examination preparatory". The ten major structuiai aieas 
have been cycled three iimes. In the same way, the ten 
thematic oi' functional areas have been cycled three times. 
l·’inally, the required prepaiat ion for the Examination 
F’aper has been cycled six times.
A typical unit consists of six pages. The unit 
stai'ts with a suggested warm-up exercise. Then the text 
is presented, together with oral exercises. While based 
on the text, the exeicises inclrnh' a role play exercise, 
and sometimes |)ersonal transfer in the form of a 
discussion or an "About you" exeiaise. This is to be done 
in pairs or groups. The next two pages are for grammar 
practice and vocabulary. Each grammar practice part has 
"Review" and "Practice" and/or "About you" phases. The 
grammatical points, as well as the vocabulary section, are 
closely related to the text. These two pages close with a 
discussion. The final two pages contain homework execises 
and a test.
[.ongman Advanced English lias been designed as a 
general integrated skills development course. The need 
for developing compet<ince in all four skills and 
competence in integrated skills is emphasized in the book. 
Among its aims are to help students expand their knowledge 
of and proficiency in general English, to give equal 
practice in the four main skills and in integrated skills, 
and to present a range of subject matter including 
personal, social and other issues of interest. The book
H)1
consi sts of a coursobook, Toachoi 's giiido, and a set of 
cassettes.
C’oncerning its syllabus, the course has been 
constiucted on a stiuctural (vc le with each structural 
area being cycled twice. fn addition to tire structui'al 
< Ncie, thei e is practice wi t li funr t ions and i{*gister 
throughout, as well as constant attentloir to the 
acquisition of vocabulary.
A typical unit consists of eight pages and has a 
variety of sections and activities. Although the format 
has a certain flexibility, the following sections are 
typically found in a unit: Presentation, (’onimunicative 
Grammirr, Vocabulary, Listening, Functions, Register, 
Socialising, and Exercises for Homework.
Iir summary, both of the books show compatibility in 
terms of intended student population, level ot learning, 
content, ¿rpproach, exercises, and compatibility to the 
syllabus of MEPAL.
4.5.1,2 Skillful Reading
This is a reading textbook for students of English as 
a Second Language who have a basic knowledge of English, 
ft is written to hell) students prepare for academic 
courses in English. The organization, content, and 
lairguage of the readiirg selections are similar to those 
found in college textbooks.
There are 9 chapters which deal with topics related 
to differ’ent academic disciplines. Each chapter· has four
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main sections: pre-reading activities, the main reading 
selection, post-reading activities, and supplementary 
reading practice. Students will not onlv practice reading, 
but they will also develop various skills which make up 
the reading process. Each chapter teaches and practices 
five reading-related skills: using efficient eye movements 
(RAPID READING), using principles of organization (READING 
SKILL), note-taking (TAKING NOTES), functional skills used 
for specific purposes (ADDITIONAL READING SKILLS), and 
vocabulary skills (ADDITIONAL VOCABULARY SKILLS AND 
PRACTICE).
The five sections of pre-reading activities are: 
Gathering Thoughts, Essential Words, Rapid Reading, 
Reading Skill, and Reading Anticipation. Gathering 
Thoughts is a 5-10 minute oral exeicise to motivate the 
reading lesson and to stimulate interest. Essential Words 
introduce five or six words common both in conversational 
English and across academic disciplines. Rapid Reading 
exercises help students read more rapidly. In Reading 
Skill, one principle of organization is presented. 
Finally, in Reading Anticipation, students prepare for the 
main reading selection by focusing their attention on the 
overall organization of the selection.
Once students complete the pre-reading exercises, 
they are ready for the main refiding selection. The 
reading selections are 930 to 1640 words long, and they 
provide students with extended practice.
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The post-reading activities include the foilowing: 
Reading Follow-up, Taking Notes, Using Notes, Using 
Information, Fxamination Rractice, Additional Reading 
Skill, Additional Vocahularv Skills and Practice, ¿end 
Independent Work. Reading Follow-up is a short exercise 
to confirm the' oi fcict i veness of rc'ading-ant icipcct ion 
exercises. Taking Notes enables students to practice 
taking notes in a form suitable for the organization of 
the selection they have read. In Using Notes, students 
are provided with exercises with a semi-controlled 
framwoi'k for expressing the information in the chapter 
orally and in wilting. Using Information helps students 
to apply the information in the main reading selection to 
novel situations. Examincition Practice presents a 
different type of short examination cpiestion each time. 
Additional Reading Skill presents a specific skill which 
is reintroduced in later lessons. Additional Vocabulary 
Skills and Practice enables the students to practice 
guessing the meaning of unfamiliar words from context and 
in using new words. Finally, Independent Work provides 
practice in extending the students’ use of the content and 
the organization of the chapter to new material. 
Supplementary Reading Practice has paragraphs for 
practice, a section for applying skills and comprehension 
foilow-up.
Each unit has different topics. The topics are as 
fol1ows:
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What is Color?
People and Colors 
Three Basic Forms 
Tlie Nutrients in Food
How Does Fnglish Differ from other Languages?
Tije Invention of the Radio 
Sho Ï't -1 e I·m Memo rv'
'I’he Theory of Demand
How Does Pollution Affect Our World?
4.5.1.3 Bet ween 1 he I J nes
This is a reading skills development text for the 
high intermediate college-bound Fnglish as a Second 
Language student. The book consists of nine units, 
the first being a preliminary in which the skills approach 
is explained and practiced through exercises. The next 
eight units are theme-based aiticles.
Concerning the types of exercises, the list below 
gives a clear understanding of the framework of the skills 
that the book aims at developing:
Reading for Details: skimming and scanning
Vocabulary in Context: figuring out word meгınings from 
context clues
Finding Main Ideas: extracting the main idea of a
paragraph or reading
Critical Reading: inferring, .judging, and applying the 
thoughts of the author
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Vocabulary from Context: guessing at word meanings
i nte11i gently
Understanding Sequences: understanding the logical
arrangement within a reading
Recognizing Organization: comprehending the types of
organization that are available in Knglish
Summary Practice: using the focus words and structures in 
a controlled writing situation
Study Skills: analyzing a reading to understand the
structure
in addition, there are other kinds of exercises 
such as exercises of categorization, applying the 
reading, vocahulai'y matching, and understanding cause- 
and-effect rel.ationships and compreliension questions.
The themes in the book are as follows:
Animals in Danger 
The Many Faces of Art 
Breakthroughs in Agriculture
A Tlieory of Faith's Structure— Plate Tectonics 
Mysteries of the Past 
The Media
Solving Gobal Problems 
Stories To Teach and Entertain
When these topics are compared with those of
Skil 1 fu I Reading only Solving Giol)ai Problems seems to he 
recycled. It is likely tliat tlie students will not be 
interested in leading about and working on the same topic.
lOS
4.5.1.4 Panorama
This book Is written for the intermediate/advanced 
students of English As a Forelgti or Second Language, at 
upper secondary/college/universitV level, who needs 
English for study purposes. It is not intended for 
students from any one academic .subject. On the contrary, 
it teaches English and study skills applicable across a 
wide range of academic subjects. The subjects have been 
deliberately chosen from a broad spectrum to create 
interest and be understandable.
The aims of the book are to teach and practice the 
following: reading skills, making notes from short talks, 
analyzing graphs and statistics and writing, which 
include writing descriptions, narratives, instructions and 
texts based on i llusti’ations .
The note-making exercises aie based on short talks, 
the transci'ipts of which .are provided in the Teacher's 
Book. The short talks arci available on cassette.
The book is built around eight environmental 
themes: population, resources, food, intermediate 
technology, pollution, alternative sources of energy, 
urbanization, and climatic change.
In conclusion. Panorama is an integrated book which 
treats all of the four language skills. The topics seem 
interesting with the exception of pollution, which is 
recycled. Thus, students may not be interested in this 
topic for it is tl»e third time they will deal with it.
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. 1 . Wi'it t* Idt'as
This book is desiiiiied for students in tt)o upper 
years of secondary school, or those already in the early 
stavie of tertiary education who require an ability 
to wiite KngJish. Tt Is assumed that the reader will 
have finished a course in general English at the 
intermediate level or above.
The aim of the book is to enable students to cope 
with the writing demands made in typical study and work 
situations. The book encourages the student to think of 
his reader as he writes.
The hook is divided into eight units. The first 
three are concerned with techniques of linking facts and 
ideas, paragraph writing and planning. The remaining five 
d€>al with common types of wiiting, from descriptions of 
objects and organizations to writing about problems and 
solutions .
4 . "S. 1.6 The Basics of Paragra?>h Writing
This Is a hand-out prepared bv the Department. It 
deals with the basics of paragraph writing. The five 
chapters aim at teaching the techniques required for 
writing organized, coherent, and cohesive paragraphs. The 
exercises are in the form of pj-e-wri ting, selecting an 
audience, writing topic sentences, and communicating ideas.
4 . T>. 1 .7 y i chyo Na t er iiyL
The video materials consist of British and 
American films. The "Sheri ockol mes" series and tciped
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vorsions of Amorj(an world nows arc shown in the \idoo 
classes. The exercises are provided in the form of 
handouts distributed by the Adini n1 s t rat i on . The exercises 
aie prepared 1)\ thc^  Coordinator. i'tiev ¿ i r e to be done in 
three phases: Pre-viewing, viewing, and post- \iewing.
These? exercisers are? foliowerd by writing assignme?nts which 
can be done in class or as homework.
4.5.1.8 Supplermerntary Materials
These include Grammar Supplementary Mateiial and 
Rxercises, Reading Comprehension, Stojiers and Essays, and 
IJoid Building Exercises. All of these books are pl'epг^ red 
by tlie Department. Cerrtain units are ¿»ssigned as homewoik 
and checiceel in class. Stoiles are not dealt with in class, 
it is the studcints’ responsibility to rerad them. However, 
they may be given short ciuizzers without notice.
4.6 SUMMARY AND CONCLUSIONS
Recalling the set of key ciuestions to bring out the 
framework of the charactei'isties of an effective reading 
program mentiorurd at the end of Clnaptor 2, p.6'1, the 
following conclusions can be made based on the results of 
data collected fi'om students, teachers, administrators, 
curriculum documents and instructional materials.
It should be noted that the task of trying to 
collect objective data became significantly t'asier to 
carry out for the participants acted in an atmosphere of 
cooperation. Moreover, the existence of wi’itten
1 1 I
curt· icu 1 uni documents enabled the plan of action to proceed 
unobtrusi veIv.
From the analysis of data it became clear that the 
goal of the reading program is to develop the reading 
skills of the students. The curriculum aims at teaching 
reading in interaction with the other language skills. 
This has been confirmed by students, teachers, 
administrators and the analysis of the instluctiona1 
mater ica is. Thus, the philosophy underlying the program 
has been found compatible with the goal.
I'he skills taught corrc^ latf? to the findings of 
reseaich. The studcuits scic>m to be lci>ai'ning these skills 
and think that they can usually find the appropriate 
approach to a reading task. However, they should learn to 
gradually abandon the word-by-word dcicoding technicpie and 
engage more in top-down decoding.
As indicated by the results of the analysis of 
data. students do not think of grammar as an 
obstacle to comprehension. In other words, they do not 
think they need to lc?ain more grammar to understand what 
they I'ead. Neither do they think that they need to 
develop their vocabulary skills to be better leaders.
Although students complain that the instructional 
materials are boring, an anal\sis of the instructional 
materials reveals a variety oi to(>ics. Some of the 
topics are recyclc^d, which may have an adverse effect on 
the motivation of the students. The heavy load of
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imneres.sary vocabularv may also cause a lack of 
motivation. 'I’luis, it is suggested that further reseai ch 
he dom^ to (larify the issue of motivation in relation to 
i ns t rue t i ona 1 materials. (Massroom ol)s<‘i'vat i on may he an 
effective instrument to hring solutions to the prohlem of 
moti\;it ion. An additional point is the indifferent
attitude of the students to extensive reading as indicated 
hv the analysis of data f rom tlu· <|in\st iontuiirc' given to 
students and interviews held with teachers and 
administratois. In \iew of these findings, it can he 
concluded that students at NEPAL do not take
responsihi 1ity for their own learning.
In contrast, the teachers seem to he 
awaie of their responsihi 1ities. They usually have a 
discussion period as a pre-reading activity to activate 
the schemata of the students. The < lassroom pi'oceduies 
reflect the three phirses of the interactive approach, 
which is confirmed hy the data collected from multiple 
sources. It can he irrferred that the attitudes of the
teachers reflect the charac ter· i st i cs of effective
teaching. The teachers follow the allocation and use 
of learning time as indicated in the curr'iculum 
documents, and try to translate the theory of reading 
into instructional practice as well as they can. One 
prohlem arises from having to catch up with the
program. In doing so, they sometimes feel obliged to 
steal some of the discussion time iir the pre-reading
11 3
It is siiggpst tliat this a,spo( t he considered with 
more' feedback ( l oiii t tie t eac liei s.
I n  v i e w  o f  t h e  a l ) o v e  c o n s  i  d e i a t  i  o n s  . w i t h  t h e  
a d d i t i o n  o f  f h e  p o s i t i v e  a t t i f i K İ ' '  o f  t h e  a d n i  i n  i s  t  c a t o r s  . 
i t  l ) e c o ( i i e s  a | ) p a r e n f  t h a t  t h e  i  n.*; I i  i k  t  i  o n a l  t r a n s a c t i o n s  
s h o w  c l e a r  r e l a t i o n s h i p s  t o  t h e  a t t a i n m e n t  o f  t h e  g o a t s .
In summary, the data coitertiHİ from multiple 
sources suggest tirat the readirrg (>rogram at MKPAL is 
effeetive. There remains one prolrlem. which i .s lelatc^d to 
student behavior. Students have to learn to take
responsi hi 1 i t ’S' for their own leariring. As the results of 
data show cle^rrly. the students do not read cix tens i vc? I v . 
Recalling the most crucial point in flu* developmeirt of tire 
readirrg skills, both in LI arrd L2, that readers cair only 
become better rc'aders by r'G>ading, it is essenti£il th£it 
extensive? reading be giveir the foremost prioritv in this 
case with the students at MEPAl..
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CHAPTER 5
CONCLUSIONS AND RECOMMENDATIONS
5.1 INTRODUCTION
As stated in Chapter 1, section 1.2, the aim of 
this thesis is to assess the effectiveness of the reading 
program at MEPAL by analyzing the goals and operations of 
the program and comparing these findings with the
framework of effectiye characteristics of effective
reading programs. These charactei1stics have been 
identified in Chapter 2 as a result of the literature 
survey. The data gathered from multiple sources have been 
exhibited in Chapter 3, and analyzed in Chapter 4. The
results of data have been considered in relation to 
curriculum, and student and teacher behavior as noted in 
the framework of characteristics of an effective reading 
program. This has suggested conclusions to be drawn and 
lecommendations to be made.
5.2 CONCLUSIONS
It has been found that the students’ perspective of 
the reading program does not differ greatly from the 
teachers' perspective. The students are aware of the 
skills that they are learning. However, the feedback 
obtained from the teachers and administrators indicates 
that the students do not seem to be applying what they are 
learning. This behavior is evident in the lack of
115
extensive reading which is revealed in the analysis of the 
quest ionnaire.
The survey of instructional materials has also 
shown that there is a variety toi)ics of interest. The 
fact that some topics are recycled in different books may 
have a negative effect on the students’ interest and 
motivation. However, the blame for the lack of motivation 
and interest cannot be put solely on the teachers. It was 
observed that they were knowledgeable both in the theory 
and practice of the reading process. In addition, the 
negative attitude of the students towards study skills has 
been expressed by the teachers.
It has also been found that the administrators have 
a positive attitude towards the working of the program. 
This, in turn, leads to an efficient operation of 
instructional transactions. In other words, a positive 
attitude on the part of the administrators facilitates the 
congruency between Intended and iictual events. As a 
result, the encounters among students, teachers, materials 
in the instructional setting can operate more efficiently.
5.3 RECOMMENDATIONS
Given the existing situation at MEPAL, there are 
certain points that should be taken into consideration in 
the future.
First of all, the motivation factor should be 
examined. The negative effects of the topics that are 
recycled can be made more conspicuous by distributing
IIG
quest ioiinaires and at t itude scales as a future study of 
MKPAL. 'i’he toi)lcs that seem to arouse students’ interest 
and motivation can be found, as they do not appear to be 
motiviited even with the variety presented in the 
Instructional mateiials, and with the supplementary 
materials brought to class by tin? teachers. A further 
analysis of the instructional ntfilerials can be done in 
teims of textuality. These measurement attempts should be 
systematic and ongoing processes of the curriculum. The 
data gathered should be evaluated by a group of 
teachers, the coordinator, and f>erhaps the most 
important of all, by a group of students. It is highly 
recommended that students' view be taken on a régulai· 
basis. Moreover, a concomittant study on affective 
factors should bci cai'ried out.
Secondly, other interacting non-academic factors in 
a number of reading situations should be investigated. 
.Students may be competcint in some reading skills but poor 
in others. Once the specific abilities of students are 
made explicit, the teachers can accomodate tiiese 
individual differences in a more efficient way.
A third point is related to concentration. 
Recalling the fact that students mentioned concentration 
as one characteristic of good readers, it may be assumed 
that they have a problem with ( omentration. In fact, 
experience confirms this. Thus, an investigation of the 
concentration factois may be an invaluable aid in
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detecting the problems of poor readers. Thus, 
concenti’ation factors need to be examined.
The final point to be considered is one that 
carries a piiori implication. it has already been 
explained that the students are not involved in extensive 
reading in English. Therefore, urgent attention should be 
paid to the improvement of students' extensive reading. 
A Reading Lab could be a major aid in developing the 
extensive reading ability of the students. A group of 
interested teachers can initiate such a project.
A Reading Lab could be an ideal setting for 
students to practise extensive reading and receive 
teacher-guided instruction, on their own time and pace. 
The materials available could include reading passages of 
various topics, films, songs, texts for university 
classes, reference materials. English-English 
dictionaries, newspapers, and magazines. These materials 
could be color-coded, each color identifying a level of 
difficulty. This can help^  the students to plan, monitor, 
and evaluate their own reading process. The teacher can 
provide assistance in case of difficulties. Thus, a 
Reading Lab can accommodate the urgent need for the 
development of both intensive and extensive reading skills 
which will provide fluent readers, trusting their glowing 
language competence and applying the skills and strategies 
required for academic success.
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It is woi’th recalling the words of Francis Bacon as 
quoted by David Eskey in a Tosol summer conference: 
"Reading maketh a full man". It is indeed through reading 
that students will become better readers. They will not 
only be better readers, but their personalities will be 
eniiched through the process of reading. When the problem 
of extensive reading is solved, the reading progi'am at 
MEPAL will enable students to become stable and enriched 
individuals ready to successfully continue theii' studies 
iti the challenging academic world of the university.
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APPEND I X 1. TUP OUESTIOMNAI KF 
Kea<Pini4 skills
A I’PKNDrCKS
MFTU-Gul 
May 9, 1990
Pari A. Circ la t ha nuinhai I hill lits yo'·!' answai .
Never I Rarely 2 Sometimes T (.isuallv 4 Always S
1
J.
6.
7.
1 read e'.cry word in an English text to 1 2 3 4
get to meaning.
I think the materials read in elass are 
i nt erest i ng.
1 2  3 4
2 3 4 5
2 3 4 3
T use title, pictures, charts, diagiams 1 2 3  
and other clues to anticipate the 
content.
I can skim or scan when I want to find 1 
specific information in the text.
I can use chapter headings, topic 1
sentences and summary sentences 
to select main ideas and underst.and 
organ!zation.
I can detect cause/effect r'elationstiips. 1 2  3 4
I can distinguish between fact and 1 2 3 4
op in ion.
H. t can recognize word formations.
9. The grammiir of a text is too ditlicult 
for me.
10. I can change my reading speed foi· 
different kinds of texts.
11. I can adjust my reading strategies to 
the kind of text that T am reading.
12. We have a discussion period before
starting to read a text..
11. We read only in our reading class and 
not in other classes.
1 2  3 4
1 2  3 4
1 2 3
I 2 3
1 2 3
i 2 3
a )
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1 A . 1 think that 1 need to leain 
grammar to understand what 1
more 
i'(sad.
1 2 3 A rJ
1 9. 1 can recognize synonyms and an toiu ms . 1 2 3 A 3
16 . Wlien f am reading a text, it 
matter if 1 don't know every
does not 
word.
1 2 3 A 5
1 7 . When 1 don't know th(i meaning of a word, 
1 try to guess it from context.
1 2 3 A 5
Part; B. Pul a lick in the l>Lank lhal fils voui’ answer.
1 . I t;ra<iiiated f l om a stat e high school. YES NO
2. I learned reading skills in high school. YES NO
3. We had opporlunities to read in English YES NO
in higli school.
4. We see modern movies and taped TV YES__ NO
programs in class.
5. 1 think reading is a very important YES__ NO
s k i11 for a c a d e m1c s uc c e s s.
G. f read magazines, books and newspapers YES__ NO
in English.
7. I think my reading ability has improved YES NO
in this piogram.
H. i think extensive reading (reading YES NO
outside of class) is very impoitant.
9. I think the best way to improve my YES__ NO
reading ability is to imi)roye my
gramma I'.
10. When there is a class discussion before YES... NO
reading a text , I can reiid more
confidently.
11. When there are words witli meanings that YES__  NO
1 don't know, 1 look iip (‘very word in
the dictionary while 1 am reading.
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Part C. Circle the answer(5;) that you think are true,
1. a) I think I am a good reader in Turkish.
b) I don’t think I am a good reader in Turkish.
a) I tirink I am a good reader in English.
b) I don’t think I am a good reader in English,
3. a) I read a lot, both in Turkisli and in English.
b) I read a lot in Turkish but not much in English,
c) I read a lot in English but not much in Turkish,
d) I don’t read much in any language.
Part D. On the back of this paper, please list two 
characteristics of good readers.
Thank you for you cooperation?
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APPENDIX 2. CORREI.ATION OF THE QUESTIONS IN THE DESIGN OF 
TO STATEMENTS ON THE QUESTIONNAIRE
QUESTIONS STATEMENTS
J and 2
5
6
7
8 
9
10
11
12
13
Pail A
Part A 
Part B
Part A 
Part B
Part A 
Part B
Part A
Part A 
Part B
Part B
Part B
Part B
Part B
Part A 
Part B
Part C
Part D
1.3 . A . 5.6.7
8,15 17 
11
1.8.I 5.IG.17 
11
9
9
13
12
10
1.2.3 
7
6.8
A
1,2.3
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A I ’P K N D IX  3
A. CORRI·;!.ATÍON OF RKADÍNG SKIÍ.I.S TO OllESTÍONS ON TUF 
OIIFSTTONNA I RF
Part· N mil bel ’ o f  
Ouosl ion
I , 16
B
6
7
10 
11 
1 s 
17 
1 1
sk i i 1
top-down dococliníi (not; road ini' 
word !>v word
prov Í ew i n'4
sRinunini' and scanning 
ituiin ideas and organi-/at Ion 
( <'uise/e f feet: rel at i onshi ps 
fact and opinion 
reading speed 
ad lust 1 ng st rateg ies 
synoinms and antonyms 
contextual guessing 
using t lie dict ionary
H. CORRELATION OF LANGUAGE SKÍLL.S TO QUESTlON.S ON THE
q u e s t i o n n a i r e
Part
B
Number of 
question
8
9,14
9
ski I I
word formations 
gramma r 
grammar
1 10
C. CORRFI.ATION OF MOTIVATION, INTFRFiri’ AND IMPROVEMENT 
TO OllFSTIONS ON THE GUESTlONNA I RE
Part N limbi'r of 
quest ion
Mot i N il I i on . Interest and 
Improvement
A
A
B
B
2
12 
1 0
i nterest 
mot Lvat i on 
mkO i vat i on 
improvement
D. CORRELATION OF EXTENSIVE READING TO OUESTIONS ON THE 
OUFSTIONNAIRE
Part Number of 
question
B importance of extensive 
leading
reading magazines, books 
and newspapers in FngJish
leading a lot, both in LI 
and 1,2
1 I I
I·:. rORRKI.ATION 01-’ Till·: n\CK(;HOllNlJ OK STIIDKNTS TO THK
OOKSTrONS ON TUI·: OUKSTI'INNAIRI·:
R<u I
H
R
Niiiiib<M· of 
c|iie.st: ion
1 h i t;h school
roadimi skills in high 
school (1.1)
f'XioMsivo roiKlin.g in high 
school (L2)
F. CORREl.ATION OF OliAlJFlCATlON AS GOOD OR BAD READERS 
TO ODESTIONS ON THE QUESTlONNAfRE
Part
C
C:
N umbel’ of 
question
la
2a
lb
2 b
good reader in LL 
good leader in 1.2 
bad readiU’ in LI 
bad reader in
1 i:
APPKNDrX 4. OlIKSTION.S FOP I NTHRV I KK' ( IflTFi TRACHERS)
10
i^'an voii toll !iio about \oiir ha<kv'round. years of 
<'Xl)oi'i once and Irai ni ny in jaadiiu; skills?
What rhar¿irt or i st ics of studont s as good or bad 
r('adr>rs can bo observed?
What is the goal of the reading program?
(?an vou talk about the ( lasi ooin pi (u oilui os? 
idrich reading skills are I aught?
1)0 vou thinl( tbal I ho i nst ru< I i on;i I iii.at oj i ;i I s are 
i f) t o r<vs ting and mot i va t i ng?
What are I lie strengths and weaknesses of the 
i n s t r u c 1 1 o n a I m a t e i' I a 1 s ?
What is the role of the teachoi?
I s e X t e f 1 s i A ’ o r e a d i n g e n c o u r- a g <m  I in <1 a s s ?
What othei· coninients would voti like to make concerning 
the reading program at MRPAW?
1 13
1. Can you tell me about your background, years of 
experience and training in reading skills?
2. What is the goal of the reading program?
3. What are your opinions of the operations of the
reading program at NEPAL?
APPENDIX 5. QUESTIONS FOR INTERVIEW (WITH ADMINISTRATORS)
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APPENDIX 6. CURRICULUM DOCUMENTS (Two examples of Monihly
Syllabi)
A f]R0UP PROGRAM I
1989-1990 FIRST SEMESTER
Oct. 2
3
A
5
ee t i ng
ation and Orient ation
General Staff M 
Student Registr
6 LFC * (2 hrs.) SR** Ci hrTl WRITING (1 hr.) VIDEO C2 hr.:
9 UNIT 1 UNIT 1 Punctuation —
10 UNIT 1 UNIT 1 and the —
11 UNIT 2 UNIT 1 Basics** *
12 UNIT 2 UNIT 1 Paragraph —
13 UNIT 1 Writing Video 1
} 16 UNIT 3 UNIT 2 Paragraph Writing FW>1
17 UNIT 3 UNIT 2 I T f —
18 UNIT 4 UNIT 2 f? f —
19 UNIT 4 UNIT 2 f f
20 UNIT 2 M f Video 2
23 UNIT 5 UNIT 3 Paragraph Writing FV/-2
24 UNIT 5 UNIT 3 f f
25 UNIT 6 UNIT 3 f f
26 UNIT 6 UNIT 3 f f
27 UNIT 3 f f Video 3
30 UNIT 7 ‘unit 3 Paragraph Writing F\1 3-
31 UNIT 7 UNIT 3 n >1
N'ov. 1 UNIT 8 — 1 1 l\ —
! 2 , UNIT 8 M If
3 .1_____ M T 1 (9:: 40) N0. CLASSES
*LFC: Longman First Certificate by Roy Kingsbury
**SR; Skillful Reading by Amy L. Sonka
Writing handout^s will be supplied by the Administration.
FW — These Should be done in class, but don't allow more than 20 minutes.
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A GROUP 
PROGRAM 1
1989 -1990 SECOND SEMESTER
LANGUAGE READING — OUTSIDE READING
....
(10 hrs/wk) (8 hrs/wk) (2 hrs/wk)
FEB. 26 Getting to know one-onother
27 * LAE * *  BTL SE XVI :pp.l57- \6^
28 l.U. (4 hrs.) P.U. (4 hrs.) WBE X ;pp.40-42
MARCH 1 Unit 1 (6 hrs.) Unit 1 (2 hrs.) — RC:pp. 123-12S.
2 —
5 1 ^1
6 Unit 1 (1 hr.) Unit 1 (6 hrs.) SE XVII; pp. 167-179
7 Unit 2 (7 hrs.) — WBE XIII :pp. 43-46
8 Unit 3(2 hrs.) Unit 2 (2 hrs.) RC : pp. 126-129
9 VIDEO 1
12
13 Unit 3 (5 hrs.) Unit 2 (6 hrs.) — SE XVIIi:pp, iBo-ise
14 Unit 3(2 hrs.) — WBE XV ; pp. 47-50
15 Unit 4(5 hrs.) — RC:pp. 130-132
15 VIDEO 2
19
20 Unit 4 (2 hrs.) Unlt3 —
21 (6 hrs.) —
22 Unit 5 (7 hrs.) —
23
___________
MID-TERM \/  -  (I2;40)
* LAE Longman Advanced English ( 7 hrs/unIt)
(Grammar, Reading, Writing, Listening)* 
*»8TL Between The Lines (8 hrs/unit)
VIDEO To be distributed by the administration
SE Stories and Essays
WBE Word Building Exercises
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APPENDIX 7. I,I.ST OF INSTRIJCTTONAI. MATERIALS
A GROUP
1989 - 1990 Academic Year
First Semester
1. Longman First Certificate
2. Skillful Reading
3. Write Ideas
Roy Kingsbury; .
Amy L, Sonka
E. Glendinning and H. Hantell
Second Semester
1. Longman Advanced English
2. Between the Lines
3. Panorama
Roy Kingsbury 
Zukowski, et al 
Ray yilliams
Supplementary Materials
1. Grammar Supplementary Material and Exercises
2. Reading Comprehension
3. Stories and Essays
A. V/ord Building Exercises
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RESUME
I have been working at the School of Foreign 
Languages, Department of Basic English, Middle East 
Technical University since 1975 alter graduation from 
Ankara College, an English-medium high school, and 
University of Ankara, Faculty of l.etters. Department of 
English Language and Literature. My teaching 
experience includes working on committees, testing, 
teaching at all levels, and working on projects assigned 
by the university which include teaching of EFL to 
adults. I have also attended the TESOL Summer 
Institute 198S, at Northern Arizona University. It is my 
good fortune to have attended the reading class by 
David Eskey himself, which in effect, has directed me to 
this study.
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